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CHAPTER I. INTRODUCTION 
Education occupies an important position in American life as the 
cornerstone of the cultural, technical, and spiritual heritage of society. 
At the present time, however, education is in the midst of controversy 
stemming from the public demand for improvement of the schools. Recent 
national reports cite the need to improve education in an all-encompassing 
manner. 
The report of the National Commission on Excellence in Education 
summarized the dilemma facing the schools in A Nation at Risk: 
Our preeminence in commerce, industry, science, and 
technological innovation is being challenged by 
competitors world-wide. While we can take 
justifiable pride in the historical accomplishments 
of our schools and colleges, the educational 
foundations of our society are being eroded by a 
rising tide of mediocrity that threatens our very 
future as a nation and people. What was 
unimaginable a generation ago has begun to 
occur—others are matching and surpassing our 
educational attainments. Our society appears to 
have lost sight of the basic purposes of schooling, 
and of high expectations and disciplined effort 
needed to attain them. Individuals who lack the 
levels of skill, literacy, and training essential to 
the new information age will be effectively 
disenfranchised from material rewards and from full 
participation in national life. A major effort must 
be mounted by public and private schools, colleges 
and universities, to improve education (101). 
The Task Force for Economic Growth stated: "Improved education in 
America is crucial to our national survival. New alliances must be formed 
among educators, businesses, labor leaders, legislators, universities, and 
parents to improve public education, grades K-12" (35). 
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Improvement of education in the United States will be an on-going 
process and should include the involvement of many potential sources of 
improvement. The focus of this paper will be on one source, the school 
administrators. They occupy positions that influence the educational 
realm of staff and students. A.A.S.A. (American Association of School 
Administrators) believes that "school administrators occupy critical 
positions in our nation's schools" (2). The N.E.A. states, "The 
superintendency of schools is one of the most crucial and perhaps the most 
difficult positions in American life today" (102). 
The preparation programs for school administrators who occupy such 
influential positions have varied widely across the country. Gordon 
Calwelti addressed the issue succinctly when he said, "Very little 
thinking has been done at the national level on systematic approaches to 
training people to be more effective administrators" (19). Further 
evidence of the disparity among preparation programs is cited by Pitner: 
"We really have not considered what the total program should include and, 
until we do, we cannot devise one" (108). 
The American Association of School Administration (A.A.S.A.) has, for 
many years, been concerned with the effectiveness of administrators 
throughout the country. The A.A.S.A. influences public education through 
its publications; its code of ethics for school administration; and its 
series of conferences, seminars, and workshops. Its recent innovation. 
The A.A.S.A. National Academy for School Executives (N.A.S.E.) became 
operational late in 1968 as a continuing professional devtZ-jprnent vehicle 
for practicing school administrators. 
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As another means of strengthening and/or improving the administrators 
in the United States, the A.A.S.A. published a set of guidelines for the 
preparation of administrators in 1982 entitled Guidelines for the 
Preparation of School Administrators (2). These guidelines describe the 
goals, competencies, and delivery components that should be included in 
school administrator programs in colleges and universities in this 
country. An improvement effort such as this must be lauded by educators 
as part of the total thrust toward school improvement, but more study 
needs to be undertaken before these guidelines can be considered as 
essential components of preparation programs for administrators. 
Recently, two groups of educators have been asked by other graduate 
students to give their opinions on the merit of the guidelines. Edgell 
reported that "professors of educational administration gave a strong 
endorsement to the importance of the A.A.S.A. guidelines" (33). 
Practicing school superintendents were polled by McClellan in 1984. They 
gave an overwhelming endorsement of the relevancy of the competencies and 
skills (90). An additional group of graduates, potential school 
administrators, need to be queried to ascertain their perceived 
qualification to demonstrate needed competencies and related skills. 
The purpose of this paper is to interrogate these graduates about 
these guidelines. If both professors and practitioners endorsed the 
guidelines and recent graduates feel that they are qualified to 
demonstrate competencies, it is likely that the preparation program is 
systematic and effective. 
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Statement of the Problem 
It is the belief of A.A.S.A. that the guidelines published in 1982 
are applicable to the success of educational leaders in this country. 
Professional literature and input from leaders in the field were utilized 
in the development of the guidelines, and critical competencies were 
identified. However, other similar recommendations have been proposed 
over the years, and little follow-up has been conducted to determine the 
importance of such changes. The question, according to Farquhar and 
Housego, "is not so much how to expand the knowledge base of educational 
administration but how to organize it to determine what content is of 
greater use to the practicing administrator" (41). This study will 
determine if recent doctoral students perceive themselves as qualified to 
demonstrate their competencies in the areas recommended by the A.A.S.A. 
Objectives of the Study 
Recent graduates will be asked to identify their competencies in the 
following areas: 
1. Designing, implementing, and evaluating a school climate 
~l.mprovement program. 
2. Understanding political theory and applying political skills in 
building local, state, and national support for education. 
3. Developing a systematic school curriculum. 
4. Planning and implementing an instructional management system 
which includes learning objectives, curriculum design, and instructional 
strategies and techniques that encourage high levels of achievement. 
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5. Designing staff development and evaluation systems to enhance 
effectiveness of educational personnel. 
6. Allocating human, material, and financial resources to 
efficiently, and in an accountable manner, assure successful student 
learning. 
7. Conducting research and using research findings in decision 
making to improve long-range planning, school operations, and student 
learning. 
Purposes of the Study 
The purposes of this research included: 
1. To inform graduates of the competencies they will be expected to 
be able to demonstrate upon completion of training (educational cycle). 
2. To help professors of educational administration plan curriculum 
that will be of value in training school administrators. 
3. To identify areas in the program of educational administration 
that may need further improvement. 
4. To instill in the evaluation cycle the need for graduate 
responses as to their perception on their preparation. 
5. To make administrative training programs more beneficial for 
students aspiring to be school administrators. 
6. To make professors of educational administration more aware of 
how graduate students perceive their preparation program. 
7. To enhance the leadership capabilities of school administration. 
8. To ultimately lead to an even better education for the student in 
our nation's schools. 
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Hypotheses 
In order to determine if the graduate program is serving effectively 
for future school administrators, this investigation examined perceptions 
of recent graduates concerning their competencies to do the job. It was 
postulated that some graduates would perceive their preparation for the 
several competencies more positively than other graduates. This global 
postulate suggested four operational hypotheses: 
1. Perception of competency will vary by major area that is being 
studied, viz., climate, politics, curriculum, instructional management, 
staff development, resources, research. 
2. Perception of competency will vary by certain demographic 
characteristics of the graduate, viz., race, thesis emphasis, reason for 
selection of preparing institution, gender, age, semester graduate hours 
completed since bachelor's degree, years since earning bachelor's degree, 
most meaningful part of doctoral program (education vs. diploma), major 
way to finance (aid vs. full-time job), meaningfulness of preparation 
(course work vs. practical experience). 
3. Perception of competency will vary by certain characteristics of 
the preparing institution, viz., public vs. private, geographic location, 
number of 1984 graduates, number of full-time professors. 
4. Perception of competency will vary by grouping demographic 
characteristics of the graduates, viz., race (White American vs. all 
others), thesis emphasis instruction, leadership (evaluation vs. all 
others, age 38 or under vs. over 38), semester hours beyond bachelor's 
degree (120 or less vs. over 120), years since bachelor's degree (15 or 
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less vs. over 15), most meaningful part of doctoral degree (diploma vs. 
others), financing of degree (full-time job vs. others), selection of 
institution (location or finance vs. others), most meaningful preparation 
to become an administrator (job experience vs. formal school), gender, 
location of institution (MW/ME vs. SW/W/NE/SE), number of graduates in 
class spring 1984 (9 or less vs. over 9), number of full-time professors 
spring 1984 (9 or less vs. over 9), and way institution was funded (public 
vs. private). 
For the purpose of each empirical test, a null hypothesis similar to 
the following example will be stated: 
1. There will be no significant difference in perceived 
qualifications of graduates when comparing the major areas of this study 
(seven major competencies). 
2 and 3. There will be no significant difference in the perceived 
qualification of graduate when classified by males and females. In 
analyzing the data, a first step was to eliminate all items for which the 
bulk of graduates perceived themselves to be qualified. The decision was 
made to use 70 percent of the respondents as the cutting point for 
satisfaction on each competency (seven) and related skills (43). On each 
of the tests of null hypothesis, a significance level of .05 was selected 
for the test. 
4. There will be no significant difference in the perceived 
qualification of graduates when comparing responses on Competencies 1 
through 7 by grouped demographic characteristics. 
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1. It is assumed that the graduates will answer honestly and 
accurately. 
2. The survey sample is representative of all doctoral graduates of 
educational administration in the 1984 school year. 
3. College department chairpersons will cooperate in distributing 
the questionnaires and will encourage students to respond. 
4. The students' perception of their competencies will be valid. 
5. Sampling techniques will secure a response from the majority of 
the 1984 graduates. 
6. No unusual conditions or circumstances exist which affect the 
individual response. 
Delimitations 
Delimitations for this investigation specified that only the 
following were included: 
1. Only completing a doctoral degree. 
2. Only graduates of spring 1984. 
3. Only graduates of educational administration. 
4. Only graduates whose degree emphasized school administration. 
5. Only graduates from traditional programs of educational 
administration. 
6. Only graduates who were identified by departments of educational 
administration. 
7. (Regarding perceptions of competency) two groups were examined; 
those 
9 
a. who feel not competent 
b. and all respondents, irrespective of perceptions of 
competence. 
Definition of Terms 
Several terms will be used consistently during the study which should 
be defined to avoid misinterpretation: 
A.A.S.A.; American Association of School Administrators. 
Competence; Capacity equal to requirement—adequate fitness or 
ability. 
Graduate: A student who completed the requirements for a doctoral 
degree in educational administration (emphasis school administration) in 
spring 1984. 
Preparation Program: The. plan or system under which instructional 
action is taken toward the goal of getting individuals ready to be a 
school administrator. 
Related Skills: Subordinate items that describe steps to attain 
competency. 
School Administrator; One who assumes the responsibility for 
providing professional leadership in the schools. 
School Administration: Complex set of interrelated "helping" 
functions and/or "facilitating" operations in a school situation. 
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CHAPTER II. REVIEW OF LITERATURE 
Formal study and research in school administration is a twentieth 
century response to the increased complexity of public education in the 
United States. The A.A.S.A. guidelines, under consideration in this 
study, were developed to address and improve one complex area of 
education—the role of the school administrator and the preparation of 
such administrators. To understand the present-day confusion over the 
appropriate tasks of a school administrator, it is necessary to review 
elements of the somewhat disjointed, historical background of what is now 
known as the field of school administration. In addition to the 
perspective gained by the review of management and administration, the 
competencies which comprise the A.A.S.A. guidelines will be studied to 
build a rationale for their importance. Finally, research activities that 
are closely related to this study will be introduced to illustrate the 
basis for the purpose of this study. 
Historical Perspective of Administration 
The jumbled complex of activities in education have been studied and 
reshaped constantly over the years to fit new concepts of education (118). 
School administrators have experienced numerous changes as the body of 
knowledge of administrative processes has gradually become more clear. 
Early works in scientific management (Frederick Taylor), human relations 
(Mary Parker Follet), and organizational behavior (Chester Barnard) formed 
the basis for management of all types of organizations. However, not for 
many years were these management techniques applied to educational 
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administration. A brief review of research conducted in the management of 
people and organizations illustrates how the field of school 
administration developed. 
The study of modern-day management begins with Frederick Taylor in 
1911. Taylor's work, which stands as a monument to the concept that 
management can be studied scientifically, centered on job analysis. The 
essential points of Taylor's research are: 
1. Time-study principle. All productive effort should be measured 
by accurate time study and a standard time established for all work done 
in the shop. 
2. Separation-of-planning-from-performance principle. Management 
should take over from the workers the responsibility for planning the work 
and making the performance physically possible. Planning should be based 
on time studies and other data related to production, which are 
scientifically determined and systematically classified; it should be 
facilitated by standardization of tools, implements, and methods. 
3. Scientific-methods-of-work principle. Management should take 
over from the workers the responsibility for their methods of work, 
determine scientifically the best methods, and train the workers 
accordingly. 
4. Managerial-control principle. Managers should be trained and 
taught to apply scientific principles of management and control (such as 
management by exception and comparison with valid standards) (132). 
Fayol's work in industrial management during the very early part of 
the twentieth century abstracted from many substantive problems 
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encountered in management a set of common processes and principles. 
According to Fayol, there were five basic elements or processes that were 
common to administration in whatever organization content as "planning, 
organizing, command, co-ordination and control" (44). Over the years, 
many writers have repeated, modified, and extended Fayol's basic processes 
and principles. 
Indeed the unique character of Fayol's work cannot 
be overemphasized. For the first time a successful 
business leader of long experience submitted, not 
the work of others, but his own duties and 
responsibilities to close scientific analysis. He 
viewed what he had to do as an administrator with a 
detachment as rare as it is valuable. But Fayol 
showed beyond question, that better management is 
not merely a question of improving the output of 
labor and the planning of subordinate units of 
organization, it is above all a matter of closer 
study and more administrative training for men at 
the top (57). 
Human relations was the term given to the next major approach to 
development of administration. Mary Parker Follet contended that the 
fundamental problem of any enterprise, whether it be local government, 
national government, a business organization, or an educational system, is 
the building and maintaining of dynamic, yet harmonious, human relations 
(45). 
Elton Mayo and his colleagues supplied empirical data in support of 
Follet's view. From 1923 to 1932, Mayo and his associates were connected 
with the now famous experiment done at the Hawthorne Plant of the Western 
Electric Company near Chicago. The concern for people and their relations 
was also central to the thoughts of Mayo and his associates. Mayo pointed 
out that for the workers involved in his studies, a different social 
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milieu was created, one "in which their own self-determination and their 
social well-being ranked first and their work was incidental" (87). 
Other than Follet and Mayo and his associates, one of the first 
administration writers of note to stress the importance of the 
psychosocial factors in organization was Chester I. Barnard. Barnard's 
ideas center on why people choose to enter into a cooperative system 
(organization), the conditions necessary for the persistence of the 
cooperative system, and incentives in organizations. In theorizing the 
reasons why persons choose to enter into a cooperative system, Barnard 
suggested this is a function of their purposes, desires, impulses of the 
moment, and alternates they see as being available which is quite a 
contrast from rational economic motivation. The persistence of the 
cooperative system is dependent upon what Barnard called "effectiveness" 
and "efficiency," i.e., effectiveness is system-orientated and has to do 
with the achievement of organizational goals; efficiency is 
person-orientated and has to do with the feelings of satisfaction a worker 
derives from membership in an organization. 
Barnard appears to have been the first to relate administration to 
the behavior sciences. A formal organization, Barnard maintained, is an 
impersonal system of coordinated human effort with various needs and 
purposes: the purpose as the coordinating and unifying principle, the 
need to be able to communicate, the need to be personally willing, and the 
purpose of effectiveness and efficiency in maintaining the integrity of 
purpose and the community contribution. Barnard's book emphasized the 
universal character of formal organization and stressed the need for the 
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comprehensive theory of cooperative cooperation to explain how formal 
organization functions. Ifhile Mayo and others, including Barnard himself, 
were developing ideas aimed at bringing forth the best efforts of people 
at all levels, it was Barnard alone who sensed the unconventional and 
critical role of executives in making it happen. Barnard was addressed 
the primary role of the chief executive as the shaper and manager of the 
shared values in an organization. From Barnard's perspective, 
organizational authority is dependent upon its acceptance by individuals. 
An individual will accept authority if he or she understands the order, 
sees it as being consistent with the organization goals, views it as 
compatible with his or her personal interest, and is mentally and 
physically able to comply (9). 
In 1955, Jessie P. Sears became the first researcher to apply the 
administration process to educational administration in a comprehensive 
fashion, and acknowledged indebtedness to other students of administration 
including Fayol and Gulick for their work in the field. With only minor 
changes, Sears' formulation of administration included elements done by 
others—years earlier. Sears describes five different kinds of activities 
characteristic of the administration process: planning, organizing, 
directing, coordinating, and controlling. 
1. Planning - to study and arrange a course of action, interacts 
with other four. 
2. Organization - a machine for doing work. 
3. Direction - power to decide and to command others. 
4. Coordination - keep elements together in harmony. 
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5. Control - one cannot direct action without control of the persons 
and things directed or of the ends to be achieved (118). 
The field of educational administration has gradually adapted 
management theories and techniques from the world of business. Given the 
relative recency of these adaptations and the tendency of education 
institutions to maintain status quo, one can surmise that the reshaping of 
education will continue. It is clear, however, that top administrators 
perform essential tasks in organizations that enable people and 
organizations to function more effectively. 
Background School Administrator Guidelines 
In more recent years, there have been several attempts to bring 
structure to the process of school administration which would naturally 
have an impact on the preparation of administrators. H. A. Moore, Jr. 
stated that: 
Anyone who has tried his hand at writing history 
knows better than to claim that the beginning of a 
long-time, continuing trend can be dated with 
precision, but if a date is selected to mark the 
beginning of a 'ferment in school administration,' 
1947 is probably the best choice (96). 
In 1946 and 1947, three events occurred which had impact on the 
preparation of school administrators: (1) the Kellogg Foundation received 
a recommendation from its educational advisory committee that school 
administration was a field which deserved Foundation support; (2) the 
planning committee of the A.A.S.A. included in its statement of goals for 
the association "the initiation of studies and programs looking toward 
further professionalization of the superintendency;" and (3) the 
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professors of educational administration formed an organization which was 
to focus on the scientific study of administration, the elements of 
leadership, and the dissemination of practices encountered in the 
preparation of school administrators (96). 
The Kellogg Foundation had as its major interest the improvement of 
community living. Since the success of community projects many times 
hinged on the leadership of local school administrators, it was decided 
that the improvement of leadership in school administration would benefit 
not only the schools but the communities. Inservice programs which would 
upgrade the performance of superintendents was a central theme. 
The second of these events was the presentation of a report by the 
A.A.S.A.'s planning committee which had been charged with the job of 
"projecting the A.A.S.A.'s program of concerns for ten years into the 
future" (96). 
The Studies in School Administration report lists three areas which 
became major concerns during the period of Cooperative Program in 
Educational Administration (C.P.E.A.): improved training programs, 
refined standards of selection by school boards, and wider participation 
by the A.A.S.A. in the activities of the profession. Note the first 
concern listed was the improved training program for administrators. 
Formation of the National Conference of Professors of Educational 
Administration (N.C.P.E.A.) was the last of the three developments which 
occurred almost simultaneously to create the ferment in school 
administration. It was decided that what was needed was a planned 
procedure through which professors could exchange knowledge of teaching 
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and research practices and could expand scientific inquiry relating to 
educational administration. 
During the ten-year period from 1947 to 1957, the Kellogg Foundation 
(C.P.E.A.) spent over six million dollars on projects for the improvement 
and study of school administration. During the academic year 1950-51, 
five universities were designated as regional centers to study 
administration. The next year, three others were added to make a total of 
eight. 
The regional centers provided many conferences for administrators and 
college faculties to analyze issues relating to school administration and 
particularly to assess preservice and inservice programs for 
administration. An important area was the purchase of research efforts of 
scholars from the social and behavior sciences to identify and examine 
administrative problems of schools. Each center was to recruit superior 
graduate students for study and work on projects related to C.P.E.A. Many 
excellent pieces of research came from these graduate students. One of 
the serious problems for the eight regional institutions was the lack of 
nationwide data, as each center was on its ov/n. In addition, there was 
little research on either existing practices or promising innovations in 
administration preparation programs. 
Donald E. Tope wrote in 1960: 
It is generally recognized that one of the most 
important outcomes of the Cooperative Program in 
Educational Administration was the development of a 
national concern for adequate preparation programs 
for school administrators and the accompanying 
development of a profession of educational 
administration (137). 
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As an outgrowth of the C.P.E.A. project, two organizations—the 
Committee for Advancement of School Administration (C.A.S.A.) and the 
University Council for Educational Administration (U.C.E.A.)—were formed 
to carry the burden of continuing the work started by C.P.E.A. The job of 
C.A.S.A. was to give the A.A.S.A. the insights, understandings, findings, 
and perceptions generated by the C.P.E.A. 
In essence, this meant trying to change the A.A.S.A. 
from a convention and yearbook organization, almost 
exclusively concerned with practicing 
superintendents and their day to day problems, to 
one which was concerned with professional 
preparation, maintenance of standards, and 
stimulation of research. 
Perhaps the most significant work of the committee 
revolved around the establishment (through 
political/professional sanctions) of standards for 
the preparation of school administrators (3). 
This took the committee into the area of state certification regulations 
and professional accreditation. 
C.A.S.A., working with the National Council for Accreditation of 
Teacher Education (N.C.A.T.E.), established criteria for the accreditation 
of graduate programs of study which prepare school administration. An 
important principle was established through the C.A.S.A.-N.C.A.T.E. 
cooperative effort: the A.A.S.A. would not try to perform an accrediting 
function but would rely, instead, on the agency recognized as the sole 
accrediting body in teacher education. The C.A.S.A. not only helped 
N.C.A.T.E. to write the standards but also its members traveled the 
country to explain institutional accreditation to school superintendents 
and professors of educational administration. 
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The University Council for Educational Administration (U.C.E.A.) was 
an outgrowth of the Kellogg Foundation. As the C.P.E.A. came to a close 
in 1955, one of the centers (Teachers College, Columbia University) 
proposed a cooperative organization of colleges dedicated to the 
improvement of preparation programs. Membership was to consist not of 
persons but of universities, those institutions quite clearly leaders in 
the field of preparing school administrators. In the fall of 1956, an 
exploratory conference was held on Teacher College campus to which 
representation of approximately 30 universities were invited. From this 
meeting, the University Council for Educational Administrators was formed. 
This council now has approximately 50 members. 
In 1947, professors of educational administration, feeling that the 
A.A.S.A. did not give professors a platform to exchange knowledge of 
teaching and research practices, formed the National Conference of 
Professors of Educational Administration (N.C.P.E.A.). This gave the 
professors their own organization in which it could focus pertinent 
research upon the discipline. This third major event culminated in what 
was to be a reorganization of the educational administrator discipline. 
The thirty-third yearbook of the A.A.S.A., Staff Relations in School 
Administration, gave direction to the preparation of school administrators 
by pointing out the most crucial functions in the process of 
administration: (1) planning ways and means of achieving the purpose of 
the enterprise; (2) allocating resources, personnel, and responsibility; 
(3) stimulating or motivating to attain the maximum contribution to the 
purposes of the enterprise; (4) coordinating activities of various persons 
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and units so the maximum is achieved; (5) evaluation, both the attainment 
of objectives and the growth of staff members (3). 
Attempts at legitimatizing the field of education have been extremely 
slow. Two reasons have been suggested: (1) there is no clear definition 
of what actually makes up educational administration, and (2) there is no 
clear direction (path to follow) in an educational administration program. 
There has been so much effort to reorganize the discipline that a new 
phenomenon has taken place. There is no single set of guidelines for the 
discipline to follow. The guidelines offered in the 1950s, '60s, or '70s 
did not organize the discipline and the preparation program under specific 
competencies and skills applicable to what must be done in administration. 
Excellent research has been devoted to the examination of what 
administrators actually do. Pitner and Ogawa in their study delineated 14 
specific daily tasks performed by school administrators (110)., In their 
study, Campbell and Cunningham offered insight into the daily activities 
of school administrators (21). By using the research, institutions 
involved in preparing school administrators should have some idea as to 
what material should be included in preparation programs. Because the 
role of the administrator is in such a transitional state, a dilemma 
regarding the content of preparation programs now exists. 
Current studies reveal a dissatisfaction with the appropriateness of 
present-day programs for preparing school administrators. McCarthy, Kuh, 
and Beckman found that "fifty percent of the graduate students questioned 
in a recent study felt that the graduate classroom in educational 
administration is not relevant to the problems of practitioners" (88). 
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Sentiments such as these indicate that there exists some questions on 
today's programs. 
It can be concluded that educational administration preparation 
programs are faced with problems. A major cause of these problems seems 
to be the disorganization within the discipline and the lack of faith from 
within the educational community. Gregg writes that "there is little 
general agreement among institutions on specific sets of courses which 
should compromise a particular type of a program" (51). The lack of 
agreement is heightened by the lack of consensus about the actual 
definition of the administration process. Erlandson believed that one of 
the greatest handicaps which has faced preservice training programs in 
professional education is the fact that it is so difficult to specify 
competencies to be obtained when the particular on-the-job tasks for which 
students are being prepared are unknown (38). 
In general, the complaints of practitioners are: graduate faculty 
have not had experience as practicing administrators in public schools; 
university programs do not provide the opportunity for applying 
theoretical knowledge to actual situations; theory itself is too often 
irrelevant or tangential to real world needs; and practitioners are not 
used in teaching and course development. 
March and Simon recognized the need for reform in administrators' 
training and suggested how to proceed. They observed that: 
One of the persistent difficulties with programs for 
reform in the training of administrators is the 
tendency to try to improve managerial behavior in 
ways that are far removed from the ordinary 
organization of managerial life; unless we start 
from an awareness of what administrators do, we are 
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likely to generate recommendations that are naive 
(84).  
Hills suggests that preparation programs should include a heavy 
component of educational knowledge and plan emphasis on the development of 
critical thinking (55). 
Various educational organizations were established to organize, 
study, and monitor educational activities. Much of the impetus for this 
structuring process arose from the original Kellogg Foundation grant 
investigating leadership in the schools. The A.A.S.A. was involved in 
many of these improvement efforts to strengthen the education field, and 
the A.A.S.A. guidelines are a natural outgrowth of prior studies. 
A.A.S.A. Guidelines 
The A.A.S.A. Guidelines, prepared in 1982 by John R. Hoyle, describe 
seven major competencies that a school administrator needs to exhibit to 
be an effective leader in the school district. Ruttan and Bardoelini 
concur with the need, "If schools and school districts are to become 
significantly better, we must train administrators to meet the challenge 
of change and to become more effectual leaders because leadership makes 
the difference" (115). Research was studied by Hoyle and others to 
determine which competencies (and related skills) were the most essential 
ingredients to include in a preparation program. As each competency is 
defined, a rationale for its inclusion in the guidelines will be given. 
Some of the related skills will illustrate how the competency will be 
carried out by an administrator. 
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Competency 1. Designing, implementing, and evaluating a school climate 
improvement program which utilizes mutual staff and student efforts 
to formulate and attain school goals: 
a. human relations, organizational development and leadership 
skills ; 
b. collaborative goal setting and action planning; 
c. organizational and personal planning and time management; 
d. improving the quality of relationships among staff and 
students to enhance learning. 
In the 1930s, Kurt Lewin conducted research on the impact of the 
environment on human personality which has now become known as literature 
on organizational climate. Hoyle states that: 
Research efforts since then have included data 
collected by self-report questionnaires, 
observations, and experimental manipulation of 
organizational variables. The findings have not 
produced compelling solutions to the relationship 
between organizational, social and learning climate 
and human performance. However, the theoretical 
frameworks have important implications for 
administrative practice and preparation (70). 
Most of the writings on the subject of learning climates or 
environments have been grounded in the theoretical models of Murray (99), 
Stern (126), and Getzel and Thelen (47). These models hold that 
institutional and individual characteristics interact in schools and 
determine student learning. Hoyle asserts: 
In spite of the tremendous amount of energy expanded 
by researchers of learning climates, no clear cut 
relationships exist between the environment and 
student learning. However, there is a strong belief 
among professors of educational administration and 
administrators that administrators establish the 
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classroom climate by the way they relate to 
classroom teachers (70). 
Newell found "an administrator's relationship with the other people 
is crucial to success in achieving the goals of any enterprise and 
especially the goals of education" (103). In order to achieve goals, a 
suitable climate must be developed. Taquiri and Litwin believed that the 
way a person performs in an educational organization is determined in part 
by individual characteristics and in part by the organizational setting 
(131). 
Superintendents were asked in a recent survey what skills they needed 
to be effective leaders. Their second choice, after general management 
skills, was human relations skills (30). One of the major criteria for 
school success may well be how effectively the administrator was able to 
work with the staff. Newell emphasized that "in influencing the learning 
climate of the school, no other individual is potentially as powerful as 
the school administrator" (103). 
Positive school climates are characterized by positive relationships 
among administrators, faculty members, and students. Present-day 
administrators must be skilled in management and human relation skills. 
The recent school effectiveness studies by Goodlad led him to 
recommend that "administrators and teachers must become increasingly 
comfortable with one another in order to attend to the most central 
matters of teaching and curriculum development" (50). 
In the words of Donald Ericson, who recently concluded a major 
four-year study comparing public and private schools: "Recent studies 
indicate that the most effective schools are distinguished, not by 
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elaborate facilities, extensively trained teachers, small classes, or high 
levels of financial support, but by outstanding social climate" (37). 
Competency 2. Understanding political theory and applying political 
skills in building local, state, and national support for education: 
a. school/community public relations, coalition building, and 
related public service activities; 
b. politics of school governance and operation; 
c. political strategies to pass bond, tax, and other referenda; 
d. lobbying, negotiating, collective bargaining, power, policy 
development, and policy maintenance skills to assure 
successful educational programs. 
Political skills are becoming more important as education has become 
more political. Politics can be defined as the art and science of 
governing. Goldhammer and Shils wrote that "A person is said to have 
power to the extent that he influences the behavior of others in 
accordance with his own intentions" (48). 
Some skills an administrator needs are an awareness of community 
power structures, knowledge of new budget language, sensitivity to 
decision boundaries, and an understanding of changes in school environment 
(48). The recent report of the National Commission on Excellence in 
Education, A Nation at Risk: The Imperative for Education Reform, 
includes a statement which strongly supports this competency: 
Principals and superintendents must play a critical 
leadership role in developing school and community 
support for the reforms we propose, and school 
boards must provide them with the professional 
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development and support required to carry out their 
leadership effectively (101). 
All administrators are faced with political complexities and must 
gain the technical skills and theory base to tell the education story in a 
positive and enlightened way to meet the demands of public scrutiny. 
One of the major problems facing administrators is involving parents 
in the school system. Specific training in political strategies for the 
administrator is needed in this dilemma. Wiles et al. state that "because 
parents have the most direct investment, they as both individuals or a 
group are most likely to argue and decide on emotional grounds" (141). 
It will be the charge of the administrator to develop procedures in 
which political esteem of the parents is perceived while the best for the 
children is accomplished. Sandow and Apher found that "schools now 
confront an increasingly literate public, a public that will act for its 
own self-interest in influencing educational choice. These groups of 
competing advocates are the citizens-at-large arguing for goals that serve 
the needs of their children specifically rather than children generally" 
( 1 1 6 ) .  
Administrators need to develop the broadest base of support possible. 
Consequently, acquiring and being able to use political skills are 
essential for the school administrator. It is essential that the chief 
school administration be aware of the political, economic, and social 
concerns of the individuals making up the school community and, at the 
same time, maintain an academic climate which addresses the needs of all 
students. In dealing with various special interest groups, an 
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administrator faces a certain amount of political pressure. The first 
step in dealing with this pressure is to be able to identify the source. 
In a collective bargaining situation, the superintendent must exhibit 
sufficient political skills to be able to balance the interest of special 
interest groups with the best interests of the school system and students. 
Without political thrust and a feel for the community, a superintendent 
will have little success in improving the quality of the school system. 
Competency 3. Developing a systematic school curriculum that assures both 
extensive cultural enrichment activities and mastery of fundamental 
as well as progressively more complex skills required in advanced 
problem solving, creative, and technological activities: 
a. planning future methods to anticipate occupational trends 
and their educational implications; 
b. theories of cognitive development and the sequencing/ 
structuring of curricula; 
c. utilization of computers and other technologies as 
instructional aids. 
It is clear that the tremendous changes experienced by the American 
society over the past 30 years have greatly altered the school environment 
in which curriculum development occurs. Today's administrators cannot 
stand aside and let the instructors teach as individual units as they see 
fit (123). Curriculum today, and for the immediate future, must meet the 
needs of society. In addition, the administrator must better understand 
the various levels of learning and be able to develop a curriculum that 
reflects those various levels (120). 
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The school superintendent must be at the forefront of any movement in 
school curriculum reform within the system. Societal changes, shifting 
populations, and the transition from an industrial society to a 
technological society presage the need for a more sophisticated 
curriculum. 
Silbermann stated: 
The growing complexity of organization and the 
explosive pace of technological and social change 
are creating an enormous demand that is without 
historical precedent.... Society has always needed 
a few men with highly developed and disciplined 
intellects; industrial society needed masses of 
literate but not necessarily intellectual men. 
Tomorrow requires something that the world has never 
seen, masses of intellectuals (121). 
The administrator must develop curriculum which reflects the needs of 
the future. Toffler pointed out that "all education springs from some 
image of the future; if the image of the future held by a society is 
inaccurate, its educational system will betray its youth" (135). Saylor 
et al. write that "educating individuals for the present works when the 
future is like the present. But the future will be very different from 
the present..." (117). 
A superintendent must be prepared to help students take advantage of 
the new opportunities that the future has to offer. By understanding 
future trends, especially regarding occupations, the school administrator 
can plan curriculum that will ultimately be important to the student. 
Although the exact shape of the future cannot be known, it is possible to 
anticipate in general terms probable future developments—both new 
problems and new opportunities. 
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In order to focus on needed curriculum changes, administrators need 
to be able to address the different levels of learning in student 
development. As instructional leaders of the school district, 
administrators must have a fundamental understanding of cognitive 
development as it directly relates to student learning. Bloom developed 
what is considered to be the best description of cognitive behavior. The 
domains developed by Bloom and his colleagues which are frequently used by 
curriculum planners classified educational goals into three domains; 
cognitive, affective, and psychomotor (11). 
One of the new opportunities that today's administrators must learn 
is the use of computers as instructional aids. Instructional systems are 
being developed as software for computers. Saylor et al. found: 
Earlier efforts to develop computer assisted 
instruction (CAI) suffered from excessive cost and 
unimaginative programs. However, the cost, size, 
and energy requirements of computers have been 
reduced considerably. By the end of the 1980s, 
personal computers will probably cost less than 
$100.00. The linking of computers with 
telecommunication provides a powerful technology for 
packaging and delivering instructional systems" 
(117). 
Computer applications to curriculum development, sequencing, and 
evaluation are required skills for today's successful administrator. 
Competency 4. Planning and implementing an instructional management 
system which included learning objectives, curriculum design, and 
instructional strategies and techniques that facilitate high levels 
of achievement : 
a. curriculum design and instructional delivery strategies; 
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b. instructional and motivational psychology; 
c. alternative methods of monitoring and evaluating student 
achievement. 
The instructional program of an educational organization consists of 
the curricular opportunities offered students and the instructional 
methods through which these opportunities are delivered. Whatever the 
instructional delivery strategy, the goals of the district must be met. 
The curriculum design and the delivery strategy should ultimately aim at 
the main goal, that being a desirable change in the learner. Bloom et al. 
state, "We take the position that the main task of the education process 
is to change the learners in desirable ways, and that it is the primary 
task of teachers and curriculum makers to specify in precise terms the 
ways in which students will be altered in the process" (12). 
Wiles and Lowell wrote that "organizations exist because certain 
human beings felt that certain objectives can be achieved more effectively 
through the organizations than through individual efforts" (142). One of 
these objectives may be curriculum planning. The administrator must be 
able to bring together key people in the system to assist in the 
development and the on-going evaluation of the curriculum. When designing 
curriculum, the administrator must realize that the important principle is 
that a decision should be made as near the level of implementation as 
possible. The administrator being trained for the future will have the 
responsibility to be a leader (person in leadership roles who have the 
primary responsibility for planning, coordinating, and/or managing) of 
curriculum activity in the school district. Whatever the curriculum 
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program and teacher delivery strategies, the fundamental consideration 
must always be the learners within the system. The learners must be given 
clear goals and sensible guidance. 
Since the administrator functions as the implementor of educational 
goals largely through influencing the behavior of others in the 
organization, it is critical that familiarity with the major theories 
regarding the motivation of personnel be utilized. 
Several theories of motivation may be adapted by an administrator as 
they attempt to motivate personnel. One of the most publicized and 
researched theories of motivation is Maslow's Needs Hierarachy, which 
suggests that individuals in the workplace are motivated to perform by a 
desire to satisfy a set of internal needs. Abraham Maslow developed a 
different approach to motivation. He believed that: 
Human needs arrange themselves in hierarchies or 
pre-potency. That is to say, the appearance of one 
need usually rests on the prior satisfaction of 
another, more pre-potent need. Man is a perpetually 
wanting animal. Also, no need or drive can be 
related to the state of satisfaction or 
dissatisfaction of other drives (85). 
The level of needs from the lowest level on are physiological, safety, 
social, ego, and self-fulfillment. For today's administrators to be 
successful motivators, they must be introduced to many theories and be 
able to apply these theories to their school districts. As Owens 
observed, "Because the behavior of people in organizations is so closely 
associated with their motivations, the latter becomes pivotal to the study 
of organizational behavior in schools" (105). 
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For a district's instructional management system to be effective, the 
district must be capable of monitoring and evaluating learner progress. 
The evaluations most frequently used are formative and summative. Popham 
described formative evaluation as evaluation which refers to assessment of 
worth focused on instructional programs that are still capable of being 
modified. Summative evaluation was defined as evaluation which made 
assessments of merit focused on completed instructional program (111). 
Bloom et al. said that: 
'Formative' refers to evaluation of a student's 
learning during a course, when (presumably) changes 
can be made in the transactions of subsequent 
instruction on the basis of current attainment at 
the end of a course, topic, or unit, that is, when 
no subsequent changes in treatment for that learning 
will be made (13). 
Whatever the chosen evaluation methodology, administrators as 
instructional leaders of the district must be able to monitor student 
progress and make the necessary changes in program direction-
Competency 5. Designing staff development and evaluation systems to 
enhance effectiveness of educational personnel: 
a. system and staff needs assessment to identify areas for 
concentrated staff development; 
b. utilization of system and staff evaluation data in person; 
c. using clinical supervision as a staff improvement and 
evaluation strategy. 
The administrator is the person who is ultimately responsible for 
making the staff development programs materialize. Alfonso, Firth, and 
Neville report, "In order to make staffing plans as well as contribute to 
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staff development planning, the supervisor will need to diagnose strengths 
and weaknesses as well as identify potential needs to be developed" (1). 
Staff development is needed. No one argues about the need for it, 
nor does anyone argue that what has been done in the past under the name 
of inservice education has been successful. Wiles and Lowell stated that 
"staff development in the local schools is a continuous and comprehensive 
process which utilizes human learning in service, selecting additional 
staff members with appropriate competence, reassignment of staff members, 
and replacement of staff members" (142). Research in the past ten years 
has identified a specific direction for criteria, monitoring, reporting, 
and performance improvement. 
Preceding the design of staff development programs and staff 
evaluation systems, administrators must identify systematic needs. Bishop 
declared: 
During the early stages of staff development 
projects or institutional change, relevant base line 
data must be collected which is essential to 
subsequent processes and evaluation. They are also 
critical to the development of realistic assumptions 
regarding the needs to be addressed and the 
resources to be utilized (10). 
Analyzing needs data and defining objectives is the first step in the 
problem solving/planning process in educational administration. 
The administrator is traditionally responsible for staff development 
programs. In designing staff development programs, the administrator must 
ensure that the programs are relevant to the needs. The central focus of 
any staff development must be the improvement of the learning situation 
for students. 
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An evaluation system is a complex and thorough attempt by the 
administrator to improve the present program. 
Wiles and Bondi found that: 
Among the factors to be assessed in a comprehensive 
program evaluation are student performance, teacher 
effectiveness, resource utilization, parent and 
community feedback and results from development. 
This hope is that an evaluation system will provide 
valuable information for further refinement of the 
program (140). 
Manatt said that "in order for a school district to meet its 
commitment to improving instruction and student learning, as well as 
accountability, there must be an evaluation for both teachers and 
administrators" (82). Staff performance evaluation is a skill that 
administrators must possess and one skill that can be enhanced by 
training. The component skills have been identified by many: Bolton 
(14), Borish (17), Mitsakos (94), and Manatt (82). Most authorities agree 
that the process of performance evaluation is determining progress toward 
predetermined performance objectives, i.e., whether staff members are 
performing in the manner that the school district or independent school 
desires. 
The major component of the instructional management system is teacher 
effectiveness. Staff evaluation has always been an essential part of 
administration. A recent national Rand Study directed by McLaughlin found 
the major problem with effective teacher evaluation is the administrator's 
attitude, competence, and ability to fill the role of évaluator (91). 
Manatt addressed these concerns: "Perhaps the most important 
attitude for effective teacher evaluation is the attitude that 'it's worth 
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it!'" (81). Evaluation does take a great amount of time on the part of 
both participants. In order to be of any assistance, the administrator 
really needs to know the essentials of effective instruction, and the 
essentials take a lot of time to learn well enough to teach others. Other 
major attitudes are that: School evaluation must be "total systems" 
approach—there must-be willingness to look for discomforting evidence; 
all parties must be involved, board, members, students, administrators, 
and teachers; all must believe in mutual benefit evaluation where there is 
a payoff for everyone involved. 
According to several writers in the field of staff evaluation 
(Redfern, 112; Hoyle, 67; Harris, 62; and Manatt, 82), the most effective 
way to capatilize on the concept of staff involvement in the evaluation 
process is through the behavioral approach, emphasizing mutual goal 
setting. 
In educational administration, supervision has been classified as 
either clinical supervision (classroom) or general supervision (activities 
outside of classroom). Clinical supervision is defined by Goldhammer as 
consisting of five stages: (1) the pre-observation conference; (2) the 
observation; (3) analysis and strategy; (4) supervision conference; and 
(5) post-conference analysis. Clinical supervision emphasized the need 
for observation, analysis, and follow-up. Goldhammer suggested that a 
clinical supervision, as an on-going process, would be formative 
evaluation as it was identified by Bloom, Hasting, and Madaus (13). 
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Research and practice calls for a higher-skilled administrator who 
can build effective staff development and evaluation models which will 
improve staff performance and student outcomes. 
Competency 6. Allocating human, material, and financial resources to 
efficiently and accountably assure successful student learning: 
a. facilities planning, maintenance, and operation; 
b. financial planning and cash flow management; 
c. personnel administration; 
d. pupil personnel services and categorical program; 
e. legal concepts, regulations, and codes for school operation. 
Planning new facilities is still an important skill for 
administrators. Population shifts are causing many school districts to 
grow in pupil enrollment while program changes are rendering some school 
buildings as obsolete. 
In the planning, constructing, and renovating of plant facilities, 
administrators come face to face with the ancient philosophical problem of 
humanistic versus material value. The main objective in planning new 
buildings is to construct facilities that will be congruent with the 
educational program. 
Hensarling and Erlandson state: 
Organization and administration of school 
maintenance service is one of the most significant 
areas of responsibility incurred by the 
administrator. The vast amount of funds involved 
and technological advancement surrounding the 
development of the school plant make it imperative 
that present-day administrators manage school 
maintenance service in an efficient and effective 
manner (63). 
37 
Administrators have never actually overlooked the maintenance and 
repair aspect of maintenance jobs, but inservice for staff in this area 
was minimal in the past. Just as staff development programs are important 
for the teaching staff, school administrators must provide means for 
school maintenance people to continue to grow. The administrator must 
provide the resources and personnel to maintain a quality maintenance 
program. Administrators must work with school maintenance personnel to 
maintain the physical condition of the school plant in a manner which best 
contributes to the efficiency and effectiveness of the school environment. 
A major set of skills for an administrator is financial planning and 
cash flow management. Fiscal resources (or their lack) govern the way an 
organization is managed and determines the relative success it has in 
meeting its goals. The budget is the fiscal expression through which the 
aspirations of the local citizens are translated into programs and 
subsequently into observable results in a local school district program. 
Knezevich says the school budget "is one way of expressing a set of 
purposes translated into a plan of action for a stated period of time" 
(76). 
Stoops, Rafferty, and Johnson said that "virtually every policy 
adopted by the board of education in the course of the year has some 
financial implications" (127). The administration must work with the 
staff, students, school board, and community to determine the educational 
objectives and the program for fiscal accountability. 
The administration must be skilled in securing and effectively 
utilizing school personnel. "Teachers prefer to work in schools and 
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school systems where they feel wanted, where they believe the program is 
on the move, where they think their contribution is important and where 
they feel the 'boss' is understanding and fair" (20). 
Castetter observed: 
The primary aim of selection is to fill existing 
vacancies with personnel who meet established 
qualifications, who appear likely to succeed on the 
job, who will find sufficient position satisfaction 
to remain in the system, who will be effective 
contributors to unit and system goals, and who will 
be sufficiently motivated to achieve a high level of 
self-development (24). 
The establishment of visible standards of human performance is vital 
to ensuring that educational standards continue to improve. According to 
Sergiovanni and Starratt, "It is assumed that if visible standards of 
performance, objectives, or competencies can be identified, then the work 
of teachers can be controlled by holding them accountable to these 
standards, thus ensuring, for administrators and the public, better 
teaching" (120). 
The major purpose of supervision of personnel is the better 
performance of the staff which leads to better student performance. The 
administrators' effectiveness in bringing about position change when 
dealing with personnel revolves around the ability to communicate and the 
ability to convey respect to each individual in the organization. 
As Castetter expressed: 
School systems are composed of people, and people 
will determine whether the system succeeds or 
squanders its limited resources aimlessly. Finding 
the right people, helping them develop, seeing that 
they are properly compensated, appraised, informed 
and motivated are some of the major concerns of the 
personnel function (24). 
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Pupil personnel services embrace those services to students that 
supplement regular classroom instruction. Services such as the following 
should be provided by a district: guidance and counseling, health, 
psychological, pupil welfare, testing, social work, exceptional child or 
special education, clinical, child study and case study, and speech, 
hearing, and usually therapy. An effective administrator must be aware of 
the skills needed to administer the services of a pupil personnel program. 
Administrators must be aware of court decisions impacting on their 
programs. As Wiles and Bondi believed: 
Today's administrator is held accountable for his 
own actions and those of his teachers. His legal 
responsibilities include providing for the students' 
safety and well-being as well as their learning. 
Student and parent rights are guaranteed by 
legislation, court decisions, and board policies, 
and the administrator must see that those rights are 
not violated (140). 
Today's administrator does not need to have a complete understanding 
of the legal workings, but he does need to be able to make decisions on a 
day-to-day basis within the legal framework applicable to education. 
Proper training in this area is a necessity for school 
administration. The allocation of human, material, and financial 
resources to efficiently and accountably assure successful student 
learners is a very diverse region in the total scope of administration. 
Michaelsen states, "Like other enterprises both public and private, school 
districts must utilize scarce resources to achieve their organizational 
goals" (93). 
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Competency 7. Conducting research and utilizing research findings in 
decisions to improve long-range planning, school operations, and 
student learning; 
a. research design and methods including gathering, analyzing, 
and interpreting data; 
b. descriptive and inferential statistics; 
c. evaluation and planning models and methods; 
d. selection, administration, and interpretation of evaluation 
instruments. 
The basis of effective decision making with regard to the 
accomplishment of educational goals should be research. Griffiths noted 
that decision making is the central process in administration, and 
knowledge is a basic ingredient in decision making (52). In the past, 
administrative decision makers in education were concerned primarily with 
summary data collected for central and accounting purposes, social 
bookkeeping, enforcement of regulations and laws, and distribution of 
reimbursement funds. Asher felt it was important that administrators be 
actively engaged in administering and directing education with 
decision-making processes. Research design knowledge is implicit in 
educational administration and decision making, and research must be done 
formally if knowledge is to accumulate and better decisions are to be made 
(7). 
Administrators can no longer rely on experience as the best technique 
for making educational decisions. While the administrators are not 
responsible for initiating the research, the conclusions that are drawn 
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through descriptive or inferential statistics must concern administration 
a great deal. Roscoe contended: 
The techniques of descriptive statistics enable us 
to describe with precision a collection of 
quantitative information, to do this in a form that 
is more concise and convenient than the original 
collection, and to do it in a fashion that makes for 
ease of interpretation and communication. The 
techniques of statistical inference enable the 
researcher to draw inference and generalizations 
from small groups, called samples, to larger groups, 
called populations, from individuals who are direct 
participants in experimental research to individuals 
who are not participants, and to do so with a 
well-defined degree of confidence (114). 
Evaluation is an essential part of every research project. The 
ability to evaluate is as essential as the ability to conduct research. 
Educational evaluation is often confused with educational research. 
Popham suggests, "Both researchers and evaluators are attempting to secure 
additional knowledge, but the use to which they wish to put this knowledge 
differs. Researchers want to draw conclusions. Evaluators are more 
interested in decisions regarding the improvement of programs" (111). 
Popham advises administrators to apply evaluation models (e.g., Stake's 
Countenance model, the CIPP model, the CSE model, and the Discrepancy 
model) to program development and improvement. These models should help 
administrators in evaluating programs. Once evaluated, needs can be 
assessed, strong points can be emphasized, and planning for the future can 
be implemented (111). 
The responsibility for research is the task of the administrator. 
Pitner and Ogawa claim that "administrators do not feel comfortable with 
research and do not see it as an integral part of their role" (110). 
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Hopefully, the preparation of school administrators today will provide 
enough practice in this area to allow administrators the ease of working 
with research. 
Cunningham and Payzant declare that "one of the most obvious 
challenges to the leaders of the future is the ability to comprehend and 
respond to ever intensifying complexity; nothing...nothing...is simple 
anymore" (31). 
According to James, the environment facing today's educational 
administrators is far different from that faced by their predecessors. No 
longer can educational leaders be preoccupied with the pursuit of 
excellence and the maintenance of minimum standards (72). Bruno and Fox 
observed that "the groups (tired taxpayers, militant minorities, 
suspicious citizens, and parsimonious politicians) are often the source of 
new demands placed on educational leaders, including demands for 
accountability, equity, and justification of programs" (18). 
John Hoyle states: 
The guidelines will obviously not solve all of our 
problems but they may heighten our discussions and 
lead us to ask the right questions about 
administrator preparation. It may be possible to 
implement parts of each component as we strive to 
discover the most efficient way to prepare leaders 
for America's schools (71). 
Related Studies 
Three other researchers have initiated study into the preparation of 
school administrators using the A.A.S.A. competencies and related skills 
as the basis for study. Edgell dealt with the college professors and 
department heads as to the importance of the competencies and skills as 
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necessary components for a quality program of studies for administrators 
(33). Piper worked with department heads of educational administration to 
see if the competencies were necessary components for a quality program of 
studies for administrators (106). In 1983, McClellan queried practicing 
administrators as to the application and worthiness of the competencies 
published by the A.A.S.A. This study intends to build on these works to 
interview recent graduates of doctoral programs to find out if they feel 
qualified to enter the field of administration (as set down by A.A.S.A.) 
based on their preparation programs (90). 
Edgell's study was aimed at one general population, that being the 
university instructors in educational administration. Within the general 
population, he identified two subpopulations. The two subpopulations 
were: (1) educational administration department heads who were members of 
the University Council of Educational Administration (U.C.E.A.), and (2) 
educational professors who were members of the National Council Professors 
of Educational Administration (N.C.P.E.A.). The objectives of the study 
were: (1) to determine the importance of the competencies and related 
skills in the "Guidelines for the Preparation of School Administrators" as 
perceived by the U.C.E.A. department heads and N.C.P.E.A. professors; and 
(2) to determine what preparation competencies or skills need to be either 
added, removed, or revised. Edgell found that "the N.C.P.E.A. professors 
and the U.C.E.A. department heads gave overwhelming endorsement to the 
importance of the competencies and related skills. The two groups rated 
the competencies and related skills as being important to educational 
administration programs" (33). 
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Don Piper of the University of North Dakota found strong support for 
the competencies and skills from the educational program department heads 
throughout the nation. Piper found that 61 percent of the department 
heads endorsed the A.A.S.A. guidelines as a valuable contribution to the 
profession. The department heads felt when revising or improving their 
programs, the educational faculty should use the guidelines to provide 
general direction. The future needs of the educational administrators 
will continually require that the preparation program be revised and 
improved (106). 
McClellan, Texas A&M University, obtained the perceptions of public 
school superintendents who were selected randomly from the A.A.S.A.'s 
mailing list as to the relevancy of the guidelines in the development of 
programs for school administrators. McClellan reported very strong 
support for the competencies and related skills from the superintendents. 
Superintendents seemed to search for relevance in their preparation 
programs to upgrade their skills and to help them with challenges and to 
solve complex problems (90). 
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CHAPTER III. METHODS 
This study was instituted to determine how recent graduates perceived 
their ability to demonstrate competencies related to each of the seven 
goals adopted by the A.A.S.A. in their publication, "Guidelines for the 
Preparation of School Administration (1982)." 
Phase one of the study was to determine how graduates perceived their 
qualifications in each of the seven goal areas, when each goal was 
compared against the others. Graduates used a five-point, Likert-type 
scale to rate perceived qualifications to perform on each of the behaviors 
described in the 50 items. These 50 items were grouped into seven major 
categories referred to as goal areas or major competencies. 
The second phase of the study was to determine the specific behaviors 
in which graduates felt qualified or less than qualified to perform. 
Graduates used the same scale to rate perceived qualifications to perform 
on each of the behaviors described in the 50 items. The data were then 
analyzed using frequency procedure. Competencies or related skills in 
which 30 percent or more of the graduates did not feel qualified to 
demonstrate their ability to perform were isolated for study. These 
isolated areas were then analyzed to see if there was a significant 
difference (p<.05) by demographic characteristic of the graduate. 
Phase three of the study revolved around how all graduates with 
grouped demographic characteristics perceived their preparation as 
compared to the A.A.S.A. guidelines. Sixteen characteristics were 
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established to provide information on the participants. These 
characteristics included gender, race, training duration, etc. 
Construction of the Instrument 
The competencies and related skills questionnaire, the first phase of 
the study (Appendix A), consisted of 50 items which described competencies 
and skills associated with successful preparation of school 
administrators. These preparation guidelines were developed through the 
joint efforts of the A.A.S.A.'s advisory committee on Higher Education 
Relationships and its committee for the Advancement of School 
Administration. A thorough search of professional literature bearing on 
administrator training and performance was the initial task of the groups. 
The search included careful study of the University Council for 
Educational Administration (U.C.E.A.) Task Force Report, "Preparing 
Leaders to Anticipate and Manage the Future" (2). 
The Guidelines for the Preparation of School Administrators was 
written by John R. Hoyle, 1982, Cooperative Professor of the Year of the 
A.A.S.A. This publication presents components believed to be the most 
vital goals, competencies, and delivery components of school 
administration programs. The original 50 concepts were placed in seven 
competencies and 43 related skills. 
The competencies and related skills (see Table 1), defined by Hoyle, 
were turned into a questionnaire for the purpose of this study. 
Respondents were asked if they had these skills and competencies following 
completion of their doctoral program. Sixteen questions were developed to 
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provide a profile of educational administration graduates throughout the 
United States. 
Table 1 identifies and codes the competencies and related skills 
which will enable the reader to understand future tables. These 
competencies and related skills are reprinted from the A.A.S.A. 
publication, "Guidelines for the Preparation of School Administrators." 
They are as they appeared in the questionnaire for this study. In the 
tables, these items will be identified by key words, letters, and numbers. 
A "C" prior to the number designates this item as a competency, while 
a hyphen prior to a number designates this item as a related skill to the 
listed competency. 
In Table 1, there are seven major areas (competencies) with each 
having related supporting skills. 
Pilot Testing Instrument 
The instrument was administered to graduate students at Iowa State 
University enrolled in Professional Studies. Educational Administration 
581 (Problems of the School Superintendency), February 1984. Prior to the 
actual distribution of the instrument, students were given the rationale 
for Parts A and B of the instrument: Part A to establish a profile on 
graduate students; Part B to gain answers on a Likert-type scale 
pertaining to preparation in the area of school administration. 
Students were asked to critique the instrument, giving feedback in 
the following areas: clarity of the questions, appropriateness of the 
questions, design of response sheet, and amount of time needed. 
Participants were asked for suggestions about how to maximize the amount 
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Table 1. Identification and code for competencies and related skills 
ID Competencies and related skills 
CI Competency: Designing, implementing, and evaluating a school 
climate improvement program which utilizes mutual 
staff and student efforts to formulate and attain 
school goals 
Cl-1 Human relations, organizational development, and leadership 
skills 
Cl-2 Collaborative goal setting and action planning 
Cl-3 Organizational and personal planning and time management 
Cl-4 Participative management, variations in staffing 
Cl-5 Climate assessment methods and skills 
Cl-6 Improving the quality of relationships among staff and students 
to enhance learning 
Cl-7 Multicultural and ethnic understanding 
Cl-8 Group process, interpersonal communication, and motivation skills 
C2 Competency: Understanding political theory and applying 
political skills in building local, state, and 
national support for education 
C2-1 School/community public relations, coalition building, and 
related public service activities 
C2-2 Politics of school governance and operations 
C2-3 Political strategies to pass bond, tax, and other referenda 
C2-4 Lobbying, negotiating, collective bargaining, power, policy 
development, and policy maintenance skills to assure 
successful educational programs 
C2-5 Communicating and projecting an articulate position for education 
C2-6 Role and function of mass media in shaping and forming opinions 
C2-7 Conflict mediation and the skills to accept and cope with 
inherent controversies 
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Table 1. Continued 
ID Competencies and related skills 
C3 Competency; Developing a systematic school curriculum that 
assures both extensive cultural enrichment 
activities and mastery of fundamental as well as 
progressively more complex skills required in 
advanced problem solving, creative, and 
technological 
C3-1 Planning/future methods to anticipate occupational trends and 
their educational implications 
C3-2 Taxonomies of instructional objectives and validation procedures 
for curricular units/sequences 
C3-3 Theories of cognitive development and the sequencing/structuring 
of curricula 
C3-4 Development/application of valid and reliable performance 
indicators for instructional outcomes 
C3-5 Utilization of computers and other technologies as instructional 
aids 
C3-6 Development/utilization of available cultural resources 
C4 Competency: Planning and implementing an instructional manage­
ment system which includes learning objectives, 
curriculum design, and instructional strategies and 
techniques that facilitate high levels of 
achievement 
C4-l Curriculum design and instructional delivery strategies 
C4-2 Instructional motivational psychology 
C4-3 Alternative methods of monitoring and evaluating student 
achievement 
C4-4 Management of change to enhance the mastery of educational goals 
C4-5 Computer management applications to the instructional program 
C4-6 Utilization of instructional time and resources 
C4-7 Cost-effectiveness and program budgeting 
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Table 1. Continued 
ID Competencies and related skills 
C5 Competency: Designing staff development and evaluation systems 
to enhance effectiveness of educational personnel 
C5-1 System and staff needs assessment to identify areas for con­
centrated staff development and new personnel resource 
allocation 
C5-2 Utilization of system and staff evaluation data in personnel 
policy and decision making 
C5-3 Appraisal of the effectiveness of staff development programming 
in terms of professional performance 
C5-4 Using clinical supervision as a staff improvement and evaluation 
strategy 
C5-5 Assessment of individual and institutional sources of stress and 
methods of reducing them 
C6 Competency: Allocating human material and financial resources 
to efficiently and accountably assure successful 
student learners 
C6-1 Facilities planning, maintenance, and operation 
C6-2 Financial planning and cash flow management 
C6-3 Personnel administration 
C6-4 Pupil personnel services and categorical programs 
C6-5 Legal concepts, regulations, and codes for school operation 
C6-6 Analytical techniques of management 
C7 Competency: Conducting research and utilizing research findings 
in decision making to improve long-range planning, 
school operations, and student learning 
C7-1 Research designs and methods including gathering, analysis, 
and interpreting data 
C7-2 Descriptive and inferential statistics 
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Table 1. Continued 
ID Competencies and related skills 
C7-3 Evaluation and planning models and methods 
C7-4 Selection, administration, and interpretation of evaluation 
instruments 
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of participation and were also asked for their general feeling toward the 
total exercise. 
When all data had been collected, a meeting was held to discuss data 
and suggestions with personnel from research, statistics, and 
administration before completing the instrument. 
Selection of the Sample 
This investigation was aimed at a specific population—the graduates 
of Educational Administration in the United States in spring 1984. An 
attempt was made to reach all graduates. To contact all doctoral 
graduates, it was first necessary to locate all colleges and universities 
in the United States that offered a doctoral degree in Educational 
Administration. After obtaining the names and addresses of each college 
or university, a letter on April 30, 1984 was sent to each chairperson 
(department head, section leader, etc.), asking this person to identify 
all graduates of the spring 1984 term in the Educational Administration 
division with an emphasis on school administration. (See Appendix B.) 
After identifying the graduates, the department chairpersons were 
asked to distribute one packet of information to each graduate. Each 
packet contained a cover letter with rationale for the study and specific 
directions for returning the desired material, a questionnaire, an answer 
sheet, and a self-addressed stamped envelope. (See Appendix C.) 
The chairperson was then asked to return a self-addressed post card 
advising as to the number of graduates and the number of packets 
distributed. (See Appendix D.) 
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To reach all graduates and keep responses anonymous, each department 
was sent a number of packets. Every school granting a doctoral degree in 
Educational Administration (a total of 149) was sent a minimum of two 
packets. In addition to these two packets, one other packet was sent for 
each full-time professor (a total of 800) in the area of Educational 
Administration. Department chairpersons were asked to reply if additional 
packets were needed. 
A follow-up letter was sent on May 23, 1984 to a total of 53 
chairpersons. In this letter, a request was made to secure the number of 
graduates and the number of packets distributed. Also, an alternate way 
to reach graduates was suggested. (See Appendix E.) 
Five hundred and nine graduates were located; of these, 482 were 
given packets of information and 359 packets were returned. This gave a 
return rate of over 74 percent. 
Three hundred and nineteen responses were accepted. Forty were not 
accepted because these people had listed something other than school 
administration as the major emphasis in their graduate program. 
Collection of Data 
Data for this research project were obtained through the use of an 
instrument designed to secure mailed response. Thus, responses were 
collected on general-purpose, NCS answer sheets. (See Appendix F.) 
Processing of Data 
Research data obtained were descriptive as well as comparative, and 
the statistical treatment reflected both aspects. The data for the 
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general background section and the section specifically relating to the 
guidelines were analyzed using the program on the Wylbur; Statistical 
Package for the Social Sciences (X, 1983) software program at Iowa State 
University. 
This study is in three parts. Part one deals with how graduates 
perceive their qualifications to perform in the seven major goal areas. 
Part two deals with graduates in school administration who feel less than 
qualified to demonstrate their ability to perform the competencies and 
related skills adopted by the A.A.S.A. Part three deals with all 
respondents in a comparison of grouped demographic characteristics as 
related to their responses on competencies and skills. 
In part one of the study, a t-test paired was used to compare 
graduates' perceived qualifications to perform in the seven major 
competencies. The t-test paired reports mean, standard deviation, 
t-value, and probability. 
Part two of the study required frequency counts and descriptive 
statistics to identify the profile of the respondents and to secure the 
frequency of graduate responses as to their perceived feelings of their 
ability to perform on the stated competencies and related skills. The 
responses were tabulated to identify the competencies and related skills 
that 30 percent or more of the graduates did not feel competent to 
demonstrate their ability to perform. After the competencies and related 
skills were identified, all responses of graduates classified as "less 
than qualified to demonstrate competency" on a given item were analyzed 
using the one-way analysis of variance (ANOVA) test. The ANOVA test was 
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used to identify demographic characteristics of graduates or institutions 
whose responses were significantly different (p<.05). The ANOVA program 
reports mean, standard deviation, source of variation, degree of freedom, 
mean squares, and F-value. When a significant difference was located, a 
Tukey test was administered to identify the intensity of the difference 
and also the direction of the difference. Tukey differentiates by the 
mean score. 
Part three of the study dealt with all graduates' demographic 
characteristics (a total of 14) which were grouped from within to identify 
significant differences, if any, within each group when responding to 
their perceived ability to demonstrate the listed competencies and related 
skills. 
A t-test was used to locate any significant difference between the 
groups. The t-test differentiates by mean, standard deviation, t-value, 
and two-tailed probability. 
Hypotheses to be Tested 
Differences in perceived qualifications of proficiency in the seven 
major areas (goals or competencies) were studied initially. The following 
null hypotheses were tested: 
1. There will be no significant difference in perceived 
qualifications of graduates when comparing Area 1, climate, to all other 
areas. 
2. There will be no significant difference in perceived 
qualifications of graduates when comparing Area 2, politics, to all other 
areas. 
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3. There will be no significant difference in perceived 
qualifications of graduates when comparing Area 3, curriculum, to all 
other areas. 
4. There will be no significant difference in perceived 
qualifications of graduates when comparing Area 4, instructional 
management, to all other areas. 
5. There will be no significant difference in perceived 
qualifications of graduates when comparing Area 5, staff development, to 
all other areas. 
6. There will be no significant difference in perceived 
qualifications of graduates when comparing Area 6, allocating resources, 
to all other areas. 
7. There will be no significant difference in perceived 
qualifications of graduates when comparing Area 7, use of research, to all 
other areas. 
Differences in perceived qualification were studied second. The 
following empirical hypotheses were used to test that operation. After 
removing the respondents who felt competent in the majority of skills (30 
percent was used as the cutting point), the following null hypotheses were 
tested: 
1. There will be no significant difference in the perceived 
qualification of graduates when classified by gender. 
2. There will be no significant difference in the perceived 
qualification of graduates when classified by age. 
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3. There will be no significant difference in the perceived 
qualification of graduates when classified by race. 
4. There will be no significant difference in the perceived 
qualification of graduates when classified by hours of semester credit 
past baccalaureate degree. 
5. There will be no significant difference in the perceived 
qualification of graduates when classified by number of years since 
baccalaureate degree. 
6. There will be no significant difference in the perceived 
qualification of graduates when classified by major emphasis of thesis. 
7. There will be no significant difference in the perceived 
qualification of graduates when classified by most meaningful part of 
doctoral program. 
8. There will be no significant difference in the perceived 
qualification of graduates when classified by major source of funds for 
the doctoral program. 
9. There will be no significant difference in the perceived 
qualification of graduates when classified by major reason for selecting 
college or university. 
10. There will be no significant difference in the perceived 
qualification of graduates when classified by most meaningful preparation 
for school administrator. 
11. There will be no significant difference in the perceived 
qualification of graduates when classified by location of institution. 
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12. There will be no significant difference in the perceived 
qualification of graduates when classified by number of graduates. 
13. There will be no significant difference in the perceived 
qualification of graduates when classified by number of full-time 
professors in Educational Administration. 
14. There will be no significant difference in the perceived 
qualification of graduates when classified by public or private 
university. 
The third phase of the analysis dealt with competency perception of 
all respondents. To determine if perceptions varied by selected 
demographic characteristics, the following null hypotheses were tested: 
1. There will be no significant difference in the perceived 
qualification of graduates when classified by gender. 
2. There will be no significant difference in the perceived 
qualification of graduates when classified by age (above and below 38). 
3. There will be no significant difference in the perceived 
qualification of graduates when classified by race (ivhite American to 
Indian American, Black American, Hispanic American, Asian American, 
non-American). 
4. There will be no significant difference in the perceived 
qualification of graduates when classified by hours of semester credit 
past baccalaureate degree (above and below 120 semester hours). 
5. There will be no significant difference in the perceived 
qualification of graduates when classified by number of years since 
baccalaureate degree (above and below 15). 
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6. There will be no significant difference in the perceived 
qualification of graduates when classified by major emphasis of thesis 
(instruction, evaluation, leadership to finance, law, technology, public 
relations, politics, adult education, other). 
7. There will be no significant difference in the perceived 
qualification of graduates when classified by most meaningful part of 
doctoral program (research, theory, practice, interaction to diploma). 
8. There will be no significant difference in the perceived 
qualification of graduates when classified by major way to finance 
doctoral program (graduate assistant, grant, scholarship, family finance, 
loan, U.S. Government, other to full-time job). 
9. There will be no significant difference in the perceived 
qualification of graduates when classified by major reason for selecting 
college or university (location or financial aid contrasted to professors, 
future job opportunities, reputation of program). 
10. There will be no significant difference in the perceived 
qualification of graduates when classified by most meaningful preparation 
for school administrator (Educational Administration doctoral program, 
formal Educational Administration program, pre-doctoral, supervised 
internship field experience, other to job experience). 
11. There will be no significant difference in the perceived 
qualification of graduates when classified by location of institution 
(midwest, mideast to west, southwest, northwest, southeast). 
60 
12. There will be no significant difference in the perceived 
qualification of graduates when classified by numbers of graduates (nine 
or less to over nine). 
13. There will be no significant difference in the perceived 
qualification of graduates when classified by number of full-time 
professors in Educational Administration (nine or less to over nine). 
14. There will be no significant difference in the perceived 
qualification of graduates when classified by public or private 
university. 
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CHAPTER IV. FINDINGS 
This investigation was designed to examine graduates' perception of 
their qualifications to demonstrate proficiency on competencies and 
related skills adopted by the A.A.S.A. as necessary for school 
administrators. Thirty-five hypotheses, developed from the stated 
problems, were formulated. 
In the material that follows, each of the 35 specific hypotheses will 
be stated prior to the findings related to them. Sequential statements of 
each of the 35 specific hypotheses will be followed by a written and 
tabular presentation of the relevant findings. A significant level at or 
beyond the .05 level was selected for rejection of a specific null 
hypothesis. 
Tables 2-14 establish the demographic characteristics of the 1984 
doctoral graduates. Tables 15-21 were developed to determine if there was 
a significant difference in the perceptions of the graduates. In Table 
22, Hypotheses 1-7 were tested using a paired t-test. The null hypothesis 
stated that there is no significant difference between the mean scores of 
the graduates' perception of their qualifications to demonstrate 
proficiency in the seven major goals (competencies and skills). 
Tables 23-36 deal with the null hypotheses: There will be no 
significant differences by demographic characteristics in perceived 
qualifications of graduates who felt less than qualified to demonstrate 
their proficiency on the A.A.S.A. guidelines. 
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Finally, Tables 37-50 (Hypotheses 22-35) use the null hypothesis: 
There will be no significant difference in the competency perception of 
all graduates when classified by grouped demographic characteristics. 
Demographic Characteristics of Respondents 
Tables 2 through 14 identify demographic characteristics of the 
spring graduates of 1984 with a doctoral degree in educational 
administration (emphasis school administration). 
The first table shows that responses were from all sections of the 
country. Approximately 20 percent were from the west and southwest, while 
the majority of responses, over 41 percent, were from the northeast and 
the southeast. There were more males responding than females at a ratio 
of six to four. The predominant age group for respondents was from 35 to 
42, with approximately 49 percent of all graduates in this age bracket. 
The breakdown by race revealed that the large majority of the graduates 
(88 percent) were White Americans. 
Table 3 gives the number of graduate hours completed beyond the 
bachelor's degree. Three respondents had less than 60 hours of credit 
past the B.A. degree, while over 45 percent (143) reported having over 121 
semester hours of credit beyond the bachelor's degree. Over 95 percent of 
the graduates had 81 or more hours past the bachelor's degree when 
completing their doctoral program. 
Table 4 reports the number of years since the bachelor's degree was 
conferred. Most of the graduates, over 85 percent, were completing their 
doctoral degree 16 or more years since receiving their bachelor's degree. 
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Table 2. Characteristics of educational administration graduates, spring 
1984 
Relative Valid 
Characteristic/grouping Number (Pet) (Pet) 
Location 
West 27 8.5 8.5 
Southwest 36 11.3 11.3 
Midwest 105 32.9 32.9 
Mideast 19 6.0 6.0 
Northeast 55 17.2 17.2 
Southeast 77 24.1 24.1 
Total 319 100.0 100.0 
Gender 
Female 121 37.9 38.1 
Male 196 61.4 61.9 
Missing 2 .6 
Total 319 100.0 100.0 
Age 
24-26 2 .6 .6 
27-30 12 3.8 3.8 
31-34 51 16.0 16.0 
35-38 78 24.5 24.5 
39-42 77 24.1 24.1 
43-46 60 18.8 18.8 
47-50 25 7.8 7.8 
51-54 10 3.1 3.1 
55-58 4 1.3 1.3 
Total 319 100.0 100.0 
Race 
Non-American 6 1.9 1. 
Indian American 2 .6 
White American 280 87.8 87. 
Black American 24 7.5 7. 
Hispanic American 5 1.6 1. 
Asian American 6 1.9 1. 
Total 3Ï9 100.0 100. 
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Table 3. Number of graduate hours beyond bachelor's degree 
Relative Valid 
Hours past B.A. Number (Pet) (Pet) 
40-60 3 .9 .9 
61-80 12 3.8 3.8 
81-100 67 21.0 21.1 
101-120 92 28.8 29.0 
121 and up 143 44.8 45.2 
Missing 2 .6 
Total 3Î9 100.0 100.0 
Table 4. Number of years since bachelor's degree 
Years since B.A. Number 
Relative 
(Pet) 
Valid 
(Pet) 
0-3 1 .3 .3 
4-7 12 3.8 3.8 
8-11 30 9.4 9.4 
12-15 99 31.0 31.0 
16-19 77 24.1 24.1 
20-23 56 17.6 17.6 
24-27 28 8.8 8.8 
28-31 7 2.2 2.2 
32-35 9 2.8 2.8 
Total 3Ï9 100.0 100.0 
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Over 95 percent replied that it had been eight years or more since they 
received their B.A. degree. 
Table 5 exhibits the major emphasis of the thesis (dissertation) 
reported by the graduates. The areas that most graduates identified as 
their thesis topic were leadership, over 20 percent, and evaluation, 15 
percent. Twenty-seven percent had chosen thesis topics in areas that were 
not listed as choices on the questionnaire. 
Next, graduates were asked to give their feelings about the most 
meaningful part of the doctoral program from five choices: research, 
theory, practice, interaction, diploma (Table 6). Respondents (41 
percent) felt that interaction gained during the program was the most 
meaningful part of the degree. Eleven percent of the graduates felt that 
the diploma was the most meaningful part of their doctoral degree program. 
Research was mentioned as most important by approximately one-fourth of 
the respondents. 
The primary individual source of funds for the doctoral program was 
shown in Table 7. Over 60 percent of the graduates held full-time jobs 
when completing their degrees, while a little over 12 percent of the 
respondents attended school on family finances. Approximately one of nine 
students was receiving aid as a graduate assistant. 
Table 8 points out the program emphasis of the respondents. Over 83 
percent of the graduates were preparing themselves for general school 
administration; very few, less than ten people of 319, were interested in 
school administration entry level. Data in this table were used to find 
the aspirations of graduates in the area of school administration. 
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Table 5. Major emphasis of thesis 
Emphasis Number 
Relative 
(Pet) 
Valid 
(Pet) 
Other 88 27.6 27.6 
Instruction 51 16.0 16.0 
Evaluation 48 15.0 15.0 
Finance 14 4.4 4.4 
Law 21 6.6 6.6 
Technology 8 2.5 2.5 
Public relations 7 2.2 2.2 
Adult education 3 .9 .9 
Politics 13 4.1 4.1 
Leadership 66 20.7 20.7 
Total 3Î9 100.0 100.0 
Table 6. Most meaningful part of doctoral degree 
Most meaningful part Number 
Relative 
(Pet) 
Valid 
(Pet) 
Research 81 25.4 25.7 
Theory 40 12.5 12.7 
Practice 32 10.0 10.1 
Interaction 129 40.4 40.8 
Diploma 34 10.7 10.7 
Missing 3 9 
Total 3Ï9 100.0 100.0 
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Table 7. Primary source of funds for doctoral program 
Primary source of finance Number 
Relative 
(Pet) 
Valid 
(Pet) 
Graduate assistant 36 11.3 11.3 
Grant 4 1.3 1.3 
Scholarship 6 1.9 1.9 
Full-time job 194 60.8 61.0 
Family finance 39 12.2 12.3 
Loan 22 6.9 6.9 
U.S. Government 3 .9 .9 
Other 14 4.4 4.4 
Missing 1 .3 
Total 3Ï9 100.0 100.0 
Table 8. Program emphasis 
Program emphasis Number 
Relative 
(Pet) 
Valid 
(Pet) 
School administration - large 46 14.4 14.4 
School administration - general 266 83.4 83.4 
School administration - entry 7 2.2 2.2 
Total 319 100.0 100.0 
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The major reason the graduates gave for selecting the institution for 
their doctoral degree is displayed in Table 9. Well over 50 percent of 
the respondents selected the school because of location. About 28 percent 
of the graduates selected their institution because of professors' 
reputations. The results indicate that, future job possibility was not a 
major consideration (19 responses, 6 percent). 
Table 10 exhibits the area of instruction that shaped the graduates' 
educational leadership style. Respondents reported that courses in 
leadership (44 percent) and supervision (19 percent) were the major areas 
that shaped their leadership style. Course work in finance seemed to be 
of little importance in shaping educational leadership. 
The most meaningful preparation for becoming an educational 
administrator is demonstrated in Table 11. Over 55 percent of the 
respondents replied that experience gained on the job was the most 
meaningful preparation for educational administration, while over 30 
percent of the respondents stated that the educational administration 
doctoral program was the most meaningful preparation. Formal educational 
pre-doctoral study was held as being of small value for preparation, 18 
responses or 5.7 percent. 
Table 12 indicates the size of each institution's spring 1984 
graduating class in educational administration (emphasis on school 
administration). Fifty-five percent of the graduates attended 
institutions that had graduating classes of less than ten. Less than 25 
percent of the graduates came from institutions that had over 14 in the 
graduating class. 
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Table 9. Major reason for selection of institution 
Relative Valid 
Major reason Number (Pet) (Pet) 
Location 168 52.7 52.8 
Financial 7 2.2 2.2 
Professors 33 10.3 10.4 
Future jobs 19 6.0 6.0 
Reputation 91 28.5 28.6 
Total 3Ï9 100.0 100.0 
Table 10. Area of instruction - shape educational leadership 
Area of instruction Number 
Relative 
(Pet) 
Valid 
(Pet) 
Other 15 4.7 4.7 
Policy 7 2.2 2.2 
Law 23 7.2 7.2 
Supervision 62 19.4 19.5 
Leadership 140 43.9 44.0 
Research 27 8.5 8.5 
Bargaining 3 .9 .9 
Personnel 20 6.3 6.3 
Finance 2 . 6 .6 
Planning 19 6.0 6.0 
Total 319 100.0 100.0 
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Table 11. Most meaningful preparation for educational administration 
Most meaningful preparation Number 
Relative 
(Pet) 
Valid 
(Pet) 
Educational administration doctoral 98 30.7 30.8 
Educational administration pre-doctoral 18 5.6 5.7 
Job experience 178 55.8 56.0 
Internship 18 5.6 5.7 
Other 6 1.9 1.9 
Total 3Ï9 100.0 100.0 
Table 12. Number of educational administration graduates (emphasis school 
administration) 
Number of educational 
administration graduates Number 
Relative 
(Pet) 
Valid 
(Pet) 
1-4 64 20.1 20.6 
5-9 110 34.5 35.5 
10-14 67 21.0 21.6 
15-19 29 9.1 9.4 
20 and up 40 12.5 12.9 
Missing 9 2.8 — — 
Total 3Ï9 100.0 100.0 
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Table 13 reveals the number of full-time professors of educational 
administration employed by the various institutions. Professors were 
classified in five groups to identify the size of departments of 
educational administration. Sixty-nine percent of the graduates were from 
institutions that had less than ten full-time professors of educational 
administration, while 5 percent of the respondents were from institutions 
that had 20 or over full-time professors of educational administration. 
The most frequently occurring range was five to nine. 
Table 14 depicts the source of the funding of the institution 
attended by the respondents. Seventy-one percent of the graduates 
attended institutions that were public, while 28 percent of the replies 
were from graduates of institutions funded by the private sector. 
Perception of Competencies 
and Relative Perception of Competencies 
Tables 15 through 21 illustrate how graduates perceive their 
qualifications to demonstrate proficiency in competencies and related 
skills adopted by the A.A.S.A. as necessary for practicing school 
administrators. Each competency and related skill was tabulated 
separately using mean scores and standard deviations. In Table 22, a 
composite score for each section was determined. The composite score is a 
mean response for all items in the section, while the separate scores 
identify specific perceptions of excellence or concern. Mean scores for 
each area were compared to identify perceptions of qualification. 
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Table 13. Full-time professors of educational administration 
Professors of educational 
administration Number 
Relative 
(Pet) 
Valid 
(Pet) 
1-4 35 11.0 11.0 
5-9 184 57.7 58.0 
10-14 63 19.7 19.9 
15-19 19 6.0 6.0 
20 and up 16 5.0 5.0 
Missing 2 .6 
Total 3Ï9 100.0 100.0 
Table 14. Public or private funding of institution 
Relative Valid 
Public or independent Number (Pet) (Pet) 
Public 228 71.5 71.7 
Private 90 28.2 28.3 
Missing 1 .3 
Total 319 100.0 100.0 
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Perceived qualification; Climate 
Table 15 gives the graduates' perceived feeling of qualification in 
the area of climate. Graduates reported they were most positive on their 
qualifications in human relations, goal setting, and planning (X=1.57), 
while being least positive in assessment of climate (X=2.00) and 
multicultural ethnic understanding (X=2.19). 
Table 15. Perceived qualification: Climate^ 
Competency/ Standard 
ID related skills Number Mean deviation 
CI School climate 316 1.59 .71 
Cl-1 Human relations 319 1.57 .71 
Cl-2 Goal setting 319 1.57 .67 
Cl-3 Planning 319 1.57 .71 
Cl-4 Staffing 319 1.70 .81 
Cl-5 Assessment 319 2.00 .84 
Cl-6 Staff relations 319 1.72 .82 
Cl-7 Multicultural 319 2.19 1.02 
Cl-8 Motivation 319 1.67 .82 
C All 319 1.70 .49 
"^Range 1 = well-qualified to Range 5 = great need of assistance. 
Perceived qualification: Political 
The graduates' perceived feeling of qualification in the political 
area is shown in Table 16. The graduates (X=1.68) felt most qualified in 
the skill of communicating and projecting an articulate position of 
education in the political arena. Respondents reported they were less 
qualified in the areas of strategies needed to pass bond, tax, and other 
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Table 16. Perceived qualification: Political& 
Competency/ Standard 
ID related skills Number Mean deviation 
C2 Political theory 318 2.06 .93 
C2-1 Public relations 319 1.76 .84 
C2-2 Operations 319 1.92 .91 
C2-3 Strategies 319 2.62 1.10 
C2-4 Lobbying 319 2.47 1.07 
C2-5 Communicating 319 1.68 .83 
C2-6 Mass media 319 2.12 .91 
C2-7 Conflict mediation 319 2.03 .92 
C All 319 2.08 .68 
^Range 1 = well-qualified to Range 5 = great need of assistance. 
referenda (X=2.62) and lobbying, negotiating, collective bargaining, 
power, policy development, and policy maintenance skills (X=2.47). 
Perceived qualification: Curriculum 
The graduates' perceived feeling of qualification in the area of 
developing curriculum is reported in Table 17. Respondents felt most 
qualified in overall development of curriculum (X=2.02), while they felt 
least qualified in development of reliable performance indicators for 
instructional outcomes (X=2.34) and utilization of computers and other 
technologies as instructional aids (X=2.43). 
Perceived qualification; Instructional management 
Table 18 reports how graduates perceive their qualifications in the 
area of planning and implementing an instructional management system. 
Respondents felt most qualified in dealing with instructional time and 
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Table 17. Perceived qualification: Curriculum^ 
Competency/ Standard 
ID related skills Number Mean deviation 
C3 Curriculum 318 2.02 .98 
C3-1 Planning/future 319 2.34 1.11 
C3-2 Objectives 319 2.14 .98 
C3-3 Sequencing 319 2.09 .98 
C3-4 Indicators/outcomes 319 2.07 .98 
C3-5 Instructional aids 319 2.43 1.25 
C3-6 Cultural resources 319 2.12 1.01 
C All 319 2.17 .76 
^Range 1 = well-qualified to Range 5 = great need of assistance. 
Table 18. Perceived qualification: Instructional management^ 
Competency/ Standard 
ID related skills Number Mean deviation 
C4 Management 316 1.83 .85 
C4-1 Delivery 316 1.82 .87 
C4-2 Psychology 316 1.99 .85 
C4-3 Evaluating 316 1.92 .92 
C4-4 Change 316 1.91 .94 
C4-5 Application 316 2.46 1.17 
C4-6 Time/resources 316 1.75 .83 
C4-7 Budgeting 316 2.06 1.03 
C All 316 1.97 .76 
^ange 1 = well-qualified to Range 5 = great need of assistance. 
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resources (X=1.75) while least qualified in cost effectiveness and program 
budgeting (X=2.06) and the use of computer management application to the 
instructional program (X=2.46). 
Perceived qualification; Staff development 
Table 19 describes how graduates perceive their qualifications to 
design and implement staff development and evaluation systems. Graduates 
declared they were more qualified in needs assessment (X=1.66) and staff 
evaluation (X=1.67), while least qualified in assessment of individual and 
institutional sources of stress and methods of reducing stress (X=2.11). 
Table 19. Perceived qualification: Staff development^ 
Competency/ Standard 
ID related skills Number Mean deviation 
C5 Staff development 316 1.71 .81 
C5-1 Needs assessment 315 1.66 .76 
C5-2 Staff evaluation 315 1.67 .73 
C5-3 Appraisal 315 1.74 .80 
C5-4 Supervision 315 1.88 .94 
C5-5 Stress 315 2.11 .99 
C All 315 1.79 .63 
^Range 1 = well-qualified to Range 5 = great need of assistance. 
Perceived qualification; Allocating resources 
Graduates' perceived qualifications in the area of allocating human, 
material, and financial resources are disclosed in Table 20. Respondents 
replied that they were most qualified in personnel administration (X=1.61) 
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Table 20. Perceived qualification: Allocating resources^ 
ID 
Competency/ 
related skills Number Mean 
Standard 
deviation 
C6 Resources 315 1.89 .80 
C6-1 Facilities 316 2.06 1.05 
C6-2 Planning/cash flow 315 2.24 1.04 
C6-3 Personnel 316 1.61 .78 
C6-4 Pupil personnel 316 1.84 .89 
C6-5 Legal concepts 316 1.82 .87 
C6-6 Management 316 2.09 .95 
C All 316 1.94 .68 
^Range 1 = well-qualified to Range 5 = great need of assistance. 
and least qualified in facilities planning, maintenance and operation 
(X=2.06), and analytical techniques of management (X=2.09). 
Perceived qualification; Research 
Table 21 expresses graduates' perceived qualifications in research 
and utilization of research in decision making. Graduates felt most 
qualified (X=1.75) in research to improve long-range planning, school 
operation, and student learning while least qualified in descriptive and 
inferential statistics (X=2.20). 
Table 22 shows how graduates perceive their qualifications in each of 
the seven competencies by using mean scores and standard deviation. It 
also shows how each individual competency mean score compares to the total 
mean score of the other competencies. The hypothesis tested was: There 
is no significant difference in graduates' perceived qualifications when 
comparing all competencies. The composite of each competency was tested 
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Table 21. Perceived qualification: Research^ 
Competency/ Standard 
ID related skills Number Mean deviation 
C7 Research 316 1. 75 .82 
C7-1 Design/methods 316 1. 83 .94 
C7-2 Statistics 316 2. 20 1.11 
C7-3 Evaluation 316 1. 93 
C7-4 Instruments 316 1. 93 .90 
C All 316 1. 93 .81 
^ange 1 = well-qualified to Range 5 = great need of assistance. 
Table 22. Graduates' perceived qualifications comparing competencies 
2-tail 
Test N Mean S.D. t prob. 
Comp. 1 (Climate) 319 1.70 .49 11.25 .001** 
Comp. others 319 1.98 .53 
Comp. 2 (Political) 319 2.08 .68 5.97 .001** 
Comp. others 319 1.91 .51 
Comp. 3 (Curriculum) 319 2.17 .76 8.84 .001** 
Comp. others 319 1.90 .49 
Comp. 4 (Inst, mgmt.) 316 1.97 .66 1.24 .22 
Comp. others 316 1.94 .50 
Comp. 5 (Staff development) 316 1.79 .63 6.32 .001** 
Comp. others 316 1.97 .52 
Comp. 6 (Resources) 316 1.94 .68 .27 .79 
Comp. others 316 1.94 .51 
Comp. 7 (Research) 316 1.93 .81 .33 .74 
Comp. others 316 1.94 .51 
**Significant at the .01 level. 
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against the composite of all of the other competencies using a t-test 
paired. 
The null hypothesis remained tenable after testing Competency 4, 
instructional management, in Competency 6, allocating resources, and in 
Competency 7, research. There was no significant difference in graduates' 
perceived qualifications in these competencies when comparing them to the 
other competencies. 
In Competency 1, climate, the hypothesis was rejected (t=11.25, 
p<.001), indicating a significant difference between the composite of 
Competency 1 and all other competencies. Graduates perceived themselves 
significantly more qualified in Competency 1, climate, than in the other 
competencies. 
In Competency 2, political, the hypothesis was rejected (t=5.97, 
p<.001), indicating a significant difference between the composite of 
Competency 2, political, and the other competencies. Graduates perceived 
themselves significantly less qualified in Competency 2, political, than 
in the other competencies. 
In Competency 3, curriculum, the hypothesis was rejected (t=8.84, 
p<.001), indicating a significant difference between the composite of 
Competency 3, curriculum, and the composite of all competencies. 
Graduates perceived themselves significantly less qualified in Competency 
3, curriculum, than in the other competencies. 
In Competency 5, staff development, the hypothesis was rejected 
(t=6.32, p<.001), indicating a significant difference between the 
composite of Competency 5, staff development, and the composite of all 
80 
other competencies. Graduates perceived themselves significantly more 
qualified in Competency 5, staff development, than in the other 
competencies. 
Summary 
Tables 15 through 22 indicate that graduates do perceive themselves 
to be well-qualified in some competencies and relatively less qualified in 
other competencies. These results indicate that there are distinct 
differences in perceived qualifications. 
Perceived Qualifications 
Tables 23 to 29 inclusive use a frequency count to identify the 
competencies and related skills in which 30 percent or more of the 
graduates felt less than qualified to demonstrate their ability to 
perform. 
How graduates perceive their qualifications to demonstrate competency 
in designing, implementing, and evaluating a school climate improvement 
program is reported in Table 23. Graduates felt qualified in the 
competency and related skills, as seven of the nine areas had over 85 
percent or more of respondents reporting they were qualified or 
well-qualified to perform. In only one area, multicultural and ethnic 
understanding, did the graduates feel less than qualified to perform 
(67.1%). 
How graduates perceive their qualifications to understand political 
theory and apply political skills in building support for education is 
described in Table 24. To graduates, political skills were an area of 
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Table 23. Graduates' perceptions of their qualifications to perform in 
the area of climate 
Not sure/ 
Well-qualified/ need assist./ 
qualified great need assist. 
ID Competency Number Percent Number Percent 
CI School climate 299 94.6 17 5.3 
Cl-1 Human relations 312 97.8 7 2.2 
Cl-2 Goal setting 299 93.7 20 6.3 
Cl-3 Organizational 
planning 295 92.5 24 7.5 
Cl-4 Participation 
management 285 89.4 34 10.6 
Cl-5 Climate assessment 244 76.4 75 23.6 
Cl-6 Improve staff 
relations 278 87.2 41 12.8 
Cl-7 Multicultural 
ethnic understanding 214 67.1 105 32.9^ 
Cl-8 Group process 
motivate skills 285 89.4 34 10.6 
^Thirty percent or more felt less than qualified. 
concern. In only two of the eight areas did 85 percent of the graduates 
feel well-qualified or qualified. Over one-half (51 percent) of the 
respondents felt they were less than qualified in the area of political 
strategies to pass bond, tax, and other referenda, while 44 percent of the 
respondents were not sure, needed assistance, or had a great need for 
assistance in lobbying, negotiating, collective bargaining, power, policy 
development, and policy maintenance skills to assure successful 
educational program. 
Table 25 makes known how graduates perceive their qualifications to 
develop a systematic curriculum. Graduates did not feel qualified in this 
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Table 24. Graduates' perception of their qualification to perform in the 
political area 
Not sure/ 
Well-qualified/ need assist./ 
qualified great need assist. 
ID Competency Number Percent Number Percent 
C2 Political 249 78.3 69 21.7 
C2-1 Public relation, 
coalition, 
public service 282 88.4 37 11.6 
C2-2 Politics of school 262 82.1 57 17.9 
C2-3 Political strategy 159 48.8 160 51.2' 
C2-4 Lobbying, etc. 180 56.4 139 43.6' 
C2-5 Communicating, etc. 282 88.4 37 11.6 
C2-6 Role/function 238 74.6 81 25.4 
C2-7 Conflict med. 249 78.1 70 21.9 
^Thirty percent or more felt less than qualified to demonstrate 
competency. 
Table 25. Graduates' perception of their qualification to perform in 
curriculum 
Not sure/ 
We11-qualified/ need assist./ 
qualified great need assist. 
ID Competency Number Percent Number Percent 
C3 Curriculum 245 77.0 73 23.0 
C3-1 Planning/future 205 64.3 114 35.7' 
C3-2 Objectives 237 74.3 82 25.4 
C3-3 Sequencing 252 79.0 67 21.0 
C3-4 Indicate/outcome 244 76.5 75 23.5 
C3-5 Instruction/aids 203 63.6 116 36.4 
C3-6 Culture/resource 230 72.1 89 27.9 
^Thirty percent or more felt less than qualified to demonstrate 
competency. 
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area. In this competency and the six related skills, the number of 
graduates who felt qualified or well-qualified did not reach 85 percent on 
any one item. Areas where graduates felt least qualified were utilization 
of computers and other technological aids (36 percent) and planning future 
methods to anticipate occupational trends and their educational 
implications (36 percent). 
In Table 26, graduates express how they perceive their qualifications 
to plan and implement an instructional management system. Graduates 
perceived themselves as qualified in instructional management. In two of 
the eight areas, over 85 percent of the graduates felt qualified or 
well-qualified. In the area of computer management application to the 
instructional program, over 39 percent of the respondents felt less than 
qualified. 
Table 26. Graduates' perception of their qualifications in instructional 
management 
ID Competency Number Percent 
Well-qualified/ 
qualified 
Not sure/ 
need assist./ 
great need assist. 
Number Percent 
C4 Management 
C4-1 Delivery 
265 
269 
249 
257 
250 
191 
276 
235 
83.9 
85.1 
78.8 
81.3 
79.1 
60.4 
87.3 
74.4 
51 
50 
70 
59 
66 
125 
40 
81 
1 6 . 1  
14.9 
2 1 . 2  
18.7 
20.9^ 
39.6 
12.4 
25.6 
C4-2 Psychology 
C4-3 Evaluating 
C4-4 Change 
C4-5 Application 
C4-6 Time/resources 
C4-7 Budgeting 
^Thirty percent or more felt less than qualified to demonstrate 
competency. 
84 
How graduates perceive their qualifications to design staff 
development and evaluation systems is communicated in Table 27. Graduates 
perceived themselves as qualified in staff development and evaluation 
systems. Four of the six areas had over 85 percent or more of the 
graduates reporting they were qualified or well-qualified to demonstrate 
their competency. Staff evaluation had the lowest percentage who were not 
sure, 9.2 percent. 
Table 27. Graduates' perception of their qualifications in staff 
development and evaluation systems 
Not sure/ 
Well-qualified/ need assist./ 
qualified great need assist. 
ID Competency Number Percent Number Percent 
C5 Staff development 281 88.9 35 11.1 
C5-1 Needs assessment 282 89.5 33 10.5 
C5-2 Staff evaluation 286 90.8 29 9.2 
C5-3 Appraisal 273 85.7 42 13.3 
C5-4 Supervision 247 78.4 68 21.6 
C5-5 Stress 232 73.7 83 25.3 
Table 28 relates how graduates perceive their qualifications in 
allocating human, material, and financial resources. Graduates, over 90 
percent, felt qualified or well-qualified in the area of personnel 
administration, while only 57 percent of the respondents felt qualified or 
well-qualified in financial planning and cash flow management. Financial 
management was also an area of some doubt, with 28.2 percent giving that 
area "less than well-qualified" as a response. 
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Table 28. Graduates' perception of their qualifications in allocating 
resources 
Not sure/ 
Well-qualified/ need assist./ 
qualified great need assist. 
ID Competency Number Percent Number Percent 
C6 Resources 262 83.2 63 16.8 
C6-1 Facilities 236 74.7 80 25.3 
C6-2 Plan/cash flow 211 66.8 105 33.2' 
C6-3 Personnel 288 91.1 28 8.9 
C6-4 Pupil personnel 261 82.6 55 17.4 
C6-5 Legal concept 265 83.9 51 16.1 
C6-6 Management 227 71.8 89 28.2 
^Thirty percent or more felt less than qualified to demonstrate 
competency. 
Table 29 reports how graduates perceive their qualifications in 
conducting research and utilizing research findings. Graduates, over 86 
percent, felt qualified or well-qualified in research designs and methods, 
while only 69+ percent of the respondents felt qualified or well-qualified 
Table 29. Graduates' perception of their qualifications in using research 
Not sure/ 
Well-qualified/ need assist./ 
qualified great need assist. 
ID Competency Number Percent Number Percent 
07 Research 274 86.7 42 13.3 
C7-1 Design/methods 263 83.2 53 16.8 
C7-2 Statistics 221 69.9 95 30.1 
C7-3 Evaluation 255 80.7 61 19.3 
C7-4 Instruments 259 82.0 57 18.0 
^Thirty percent or more felt less than qualified to demonstrate 
competency. 
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in descriptive and inferential statistics. This will no doubt please and, 
in some cases, amuse the professors who worked with these graduates! 
In Tables 23 through 29, eight competencies or related skills on 
which 30 percent or more of the graduates felt less than qualified to 
demonstrate proficiency were presented. These eight competencies on 
related skills are listed below: 
Multicultural and ethnic understanding 32.9% 
Political strategy to pass bond, tax, and 
other referenda 51.2% 
Lobbying, negotiating, collective bargaining, 
power, policy development, and policy 
maintenance skills to assure successful 
educational programs 43.6% 
Planning/future methods to anticipate 
occupational trends and their 
educational emphasis 35.7% 
Utilization of computers and other technologies 
as instructional aids 36.4% 
Application of computer management to the 
instructional program 39.6% 
Financial planning and cash flow management 33.2% 
Descriptive and inferential statistics 30.1% 
Differences by Demographic Characteristics 
of "Less than Qualified" Respondents 
Tables 30a through 37 present ANOVA tests to examine the significance 
of demographic characteristics of graduates who responded as less than 
qualified on eight competencies and related skills identified in Tables 23 
through 29. 
The demographic characteristics examined are listed below: 
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Q1 Location of institution 
Q2 Approximate number of graduates, spring 1984 
Q3 Number of full-time professors 
Q4 Financing of institution 
Q5 Gender 
Q6 Age 
Q7 Race 
Q8 Hours of semester credit beyond bachelor's degree 
Q9 Number of years since bachelor's degree 
QIO Major emphasis of thesis 
Qll Most meaningful part of doctoral degree 
Q12 Primary source of finance program 
Q13 Major reason for selection of college or university 
Q14 Most meaningful preparation for school administration. 
The operational hypothesis was: There is no significant difference 
in demographic characteristics of the graduates who perceive themselves as 
less than qualified to demonstrate the competencies and related skills as 
set by the A.A.S.A. as needed to function as a school administrator. In 
the material that follows, each of the eight specific hypotheses are 
stated prior to the findings related to them. Sequential statements of 
each of the eight specific hypotheses will be followed by written and 
tabular presentation of the analysis of variance results relevant to it. 
A significant level at or beyond the .05 level was necessary for the 
rejection of a specific null hypothesis. If mean differences were 
significant, a Tukey Multiple Range Test was applied. 
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Table 30a reports how demographic characteristics were associated 
with responses of graduates in the area of multicultural and ethnic 
understanding. Of the 14 demographic characteristics tested, only race 
significantly affected graduates' responses. 
The null hypothesis to be tested was; There is no significant 
difference in demographic characteristics (institutional or individual) of 
graduates who felt less than qualified to perform in the area of 
multicultural and ethnic understanding. 
Analysis of the data gathered resulted in failure to reject the above 
stated null hypothesis in 13 of the 14 areas. This hypothesis was 
rejected at the .05 level for (1 of 14) race (F (4, 100) = 2.46, p<.05). 
Additional analysis using the Tukey Multiple Range Test (Table 30b) 
revealed that it was not possible to make a statement on the degree of 
difference because of the distribution. 
How demographic characteristics affected graduates' responses in 
political strategy to pass bond, tax, and other referenda is found in 
Table 31a. Age and the major emphasis of thesis (dissertation) were 
significantly related to graduates' responses. 
The null hypothesis is: There is no significant difference in 
demographic characteristics (institutional or individual) of graduates who 
felt less than qualified to perform in the areas of political strategy to 
pass bond, tax, and other referenda. 
Analysis of the data relevant to Table 31a resulted in failure to 
reject 12 of 14 hypotheses. This hypothesis was rejected in two areas: 
(1) age and (2) major emphasis of thesis. The hypothesis for age was 
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Table 30a. Analysis of variance test of demographic characteristics on 
multicultural and ethnic understanding 
Between Within 
Mean Mean 
Characteristics D.F. square D.F. square F value 
Q1 Location 5 .13 99 .35 .38 
Q2 No. of graduates 4 .18 96 .33 .55 
Q3 No. of professors 4 .32 100 .34 .92 
Q4 Fin./institution 7 .27 97 .35 .79 
Q5 Gender 1 1.10 102 .34 3.25 
Q6 Age 7 .31 97 .35 .89 
Q7 Race 4 .80 100 .33 2.46* 
Q8 Hours past B.A. 4 .18 99 .35 .52 
Q9 Years past B.A. 7 .47 97 .33 1.41 
QIO Thesis 9 .54 95 .32 1.67 
Qll Meaningful part 4 .63 99 .33 1.89 
Q12 Finance 7 .27 97 .35 .79 
Q13 Selection 3 .09 100 .35 .27 
Q14 Preparation 4 .14 99 .35 .40 
*Significant at the .05 level. 
Table 30b. Response by race on multicultural and ethnic understanding^ 
Group Number Mean 
White American 100 3.43 
Black American 1 3.00 
Hispanic American 2 3.00 
Asian American 1 3.00 
Non-American 1 5.00 
^Because of the small numbers in the cells, it was not possible to 
make a statement on the degree of difference. 
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rejected at the .01 level of significance (F (1, 156) = 3.22, p<.01). 
Additional analysis using the Tukey Multiple Range Test (Table 31b) 
revealed that Group 2 (age group 31-34) felt more qualified to handle 
political strategy to pass bond, tax, and other referenda than did Group 5 
(age group 43-46). 
The hypothesis was rejected at the .05 level of significance for the 
major emphasis of thesis (F (9, 150) = 2.38, p<.05). Additional analysis 
using the Tukey Multiple Range Test (Table 31c) revealed that Group 7 
(adult education) felt less qualified working on political strategy, etc., 
than did Group 4 (law). Also, Group 7 (adult education) felt less 
qualified working in the political area than did Group 1 (instruction). 
Table 31a. Analysis of variance test of demographic characteristics on 
political strategy to pass bond, tax, and other referenda 
Between Within 
Mean Mean 
Characteristics D.F. square D.F. square F value 
Q1 Location 5 .13 154 .43 .30 
Q2 No. of graduates 4 .32 152 .42 .76 
Q3 No. of professors 4 .40 154 .41 .98 
Q4 Fin./institution 1 .34 157 .43 .80 
Q5 Gender 1 .28 156 .43 .65 
QÔ Age 7 1.24 152 .39 3.22** 
Q7 Race 5 .32 154 .43 .74 
Q8 Hours past B.A. 4 .48 154 .42 1.14 
Q9 Years past B.A. 7 .63 152 .41 1.52 
QIO Thesis 9 .94 150 .39 2.38* 
Qll Meaningful part 4 .92 154 .41 2.23 
Q12 Finance 7 .18 151 .44 .42 
Q13 Selection 4 .69 154 .42 1.66 
Q14 Preparation 4 .41 154 .43 .96 
*Significant at the .05 level. 
**Significant at the .01 level. 
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Table 31b. Demographic characteristics to age group 
Group Number Mean S.D. 
1 27-30 7 3.14 .38 
2 31-34 27 3.33 .48 
3 35-38 40 3.73 .75 
4 39-42 39 3.41 .55 
5 43-46 26 3.88 .65' 
6 47-50 12 3.75 .75 
7 51-54 6 3.17 .41 
8 55-58 3 3.57 .58 
^Group 2 (31-34) felt more qualified in handling political strategy 
to pass bond, tax, and other referenda than did Group 5 (43-46). 
Table 31c. Demographic characteristics to major emphasis of thesis 
Group Number Mean S.D. 
1 Instruction 26 3.42 .50 
2 Evaluation 25 3.80 .82 
3 Finance 5 3.20 .45, 
4 Law 9 3.22 .44 
5 Technology 2 3.50 .71 
6 Public relations 5 3.40 .55 
7 Adult education 3 4.67 .58 
8 Politics 5 3.40 .55 
9 Leadership 35 3.46 .56 
10 Other 45 3.67 .67 
^Group 7 (adult education) felt less qualified than Group 1 
(instruction). 
^Group 7 (adult education) felt less qualified than Group 4 (law). 
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Table 32 describes how demographic characteristics affected 
graduates' responses concerning lobbying, negotiating, collective 
bargaining, power, policy development, and policy maintenance skills to 
assure successful educational programs. Graduates' responses in the area 
were not affected by demographic characteristics. 
The null hypothesis to be tested was: There is no significant 
difference in demographic characteristics (institutional or individual) of 
graduates who felt less than qualified to perform in the areas of 
lobbying, negotiating, collective bargaining, power, policy development, 
and policy maintenance skills to assure successful educational programs. 
Analysis of the data in Table 32 indicates that the hypothesis could 
not be rejected because no areas were significantly different at the .05 
level. 
Table 32. Analysis of variance test of demographic characteristics on 
lobbying, negotiating, collective bargaining, power, and policy 
development to assure successful programs 
Between Within 
Characteristics D.F. 
Mean 
square D.F. 
Mean 
square F value 
Q1 Location 5 .65 133 .33 2.01 
Q2 No. of graduates 4 .44 131 .32 1.37 
Q3 No. of professors 4 .10 133 .33 .30 
Q4 Fin./institution 1 .01 136 .34 .03 
Q5 Gender 1 .13 136 .34 .39 
Q6 Age 7 .56 131 .33 1.73 
Q7 Race 4 .26 134 .34 .75 
Q8 Hours past B.A. 4 .33 134 .34 .98 
Q9 Years past B.A. 7 .56 131 .33 1.71 
QIO Thesis 9 .40 129 .33 1.19 
Qll Meaningful part 4 .12 133 .34 .35 
Q12 Finance 7 .25 131 .34 .74 
Q13 Selection 4 .53 134 .33 1.60 
Q14 Preparation 4 .35 133 .34 1.03 
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Table 33a specifies how demographic characteristics affected 
graduates' responses in planning/future methods to anticipate occupational 
trends and their educational implications. Graduate responses in this 
area were associated with the most meaningful part of their doctoral 
program and their reason for selection of the institution for the 
completion of their doctoral degree. 
The null hypothesis to be tested was: There is no significant 
difference in demographic characteristics (institutional or individual) of 
graduates who felt less than qualified to perform in the areas of 
planning/future methods to anticipate occupational trends and their 
educational implications. 
Analysis of data in Table 33a indicates failure to reject 12 of the 
14 hypotheses. The hypotheses were rejected in two areas; (1) most 
meaningful part of doctoral program and (2) reason for selection of 
institution. The first hypothesis was rejected at the .01 level of 
significance (F (4, 108) = p<.01). Additional analysis using the Tukey 
Multiple Range Test (Table 33b) revealed that Group 1 (graduates who felt 
practice most meaningful) felt more qualified to handle planning/future 
methods to anticipate occupational trends and their educational 
implications than did Group 5 (graduates who felt research most meaningful 
part). The second hypothesis was rejected at the .01 level of 
significance for the reason for selection of college or university (F (4, 
109) = 3.69, p<.01). Additional analysis using the Tukey Multiple Range 
Test (Table 33c) revealed that students who selected college or university 
because of professors (Group 3) felt more qualified to deal with 
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planning/future methods to anticipate occupational trends and their 
educational implication than the graduates in Group 2 (students who 
selected college or university because of financial reasons). 
Table 33a. Analysis of variance test of demographic characteristics on 
planning/future methods to anticipate occupational trends and 
their educational implication 
Between Within 
Mean Mean 
Characteristics D.F. square D.F. square F value 
Q1 Location 5 .69 108 .51 1.35 
Q2 No. of graduates 4 1.11 105 .49 2.24 
Q3 No. of professors 4 .14 108 .52 .26 
Q4 Fin./institution 1 .04 112 .53 .08 
Q5 Gender 1 .00 112 .53 .00 
Q6 Age 7 .94 106 .49 1.89 
Q7 Race 4 .54 109 .52 1.03 
Q8 Hours past B.A. 4 .25 108 .54 .47 
Q9 Years past B.A. 7 .98 106 .49 2.03 
QIO Thesis 9 .75 104 .50 1.50 
Qll Meaningful part 4 1.62 108 .48 3.35** 
Q12 Finance 6 .59 107 .52 1.14 
Q13 Selection 4 1.76 109 .48 3.69** 
Q14 Preparation 4 .41 108 .53 .77 
**Significant at the .01 level. 
Table 33b. Demographic characteristics to most meaningful part of 
doctoral program 
Group Number Mean S.D. 
1 Practice 14 3.14 .53% 
2 Theory 14 3.29 .47 
3 Interaction 44 3.70 .76 
4 Diploma 19 3.79 .79 
5 Research 22 3.82 .66* 
^Group 1 (practice) felt more qualified than Group 5 (research). 
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Table 33c. Demographic characteristics to major reason for selection of 
institution 
Group Number Mean S.D. 
1 Location 65 3.66 .69 
2 Financial reasons 5 4.40 .89^ 
3 Professors 11 3.09 .30^ 
4 Future job opportunities 7 3.29 .49 
5 Reputation of program 26 3.65 .80 
^Group 3 (professors as reason for selection) felt more qualified 
than Group 2 (financial reasons). 
Table 34a communicates how demographic characteristics affect 
graduates' responses in utilization of computers and other technologies as 
instructional aids. Graduates' responses in this area were affected by 
the number of graduates in the graduating class of 1984. 
The null hypothesis to be tested was: There is no significant 
difference in demographic characteristics (institutional or individual) of 
graduates who felt less than qualified to perform in the areas of 
utilization of computers and other technologies as instructional aids. 
Analysis of the data relevant to Table 34a resulted in failure to 
reject 13 of the 14 hypotheses. The hypothesis was rejected at the .01 
level of significance for the number of 1984 spring graduates (F (4, 108) 
= 3.42, p<.01). Additional analysis using the Tukey Multiple Range Test 
(Table 34b) revealed that Group 3 (graduates of 10-14) felt more confident 
in utilization of computers and other technologies as instructional aids 
than did Group 5 (graduates of 20+). 
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Table 34a. Analysis of variance test of demographic characteristics on 
utilization of computers and other technologies as 
instructional aids 
Between Within 
Mean Mean 
Characteristics D.F. square D.F. square F value 
Q1 Location 5 1.03 110 .45 2.28 
Q2 No. of graduates 4 1.48 108 .43 3.42** 
Q3 No. of professors 4 .50 110 .47 1.07 
Q4 Fin./institution 1 1.01 114 .47 2.14 
Q5 Gender 1 .00 113 .47 .00 
Q6 Age 8 .23 107 .49 .45 
•Q7 Race 5 .34 110 .48 .69 
Q8 Hours past B.A. 4 .23 110 .49 .47 
Q9 Years past B.A. 8 .62 107 .47 1.34 
QIO Thesis 8 .62 107 .47 1.34 
Qll Meaningful part 4 .46 111 .48 .97 
Q12 Finance 6 .35 109 .48 .73 
Q13 Selection 4 .54 111 .47 1.13 
Q14 Preparation 4 .50 111 .48 1.05 
**Significant at the .01 level. 
Table 34b. Demographic characteristics to number of spring graduates 
Group Number Mean S.D. 
1 1-4 27 3.89 .64 
2 5-9 41 3.90 . 66 
3 10-14 20 3.60 .75a 
4 15-19 7 3.57 .53 
5 20+ 18 4.33 .59* 
^Group 3 (10-14) felt more qualified than Group 5 (20+). 
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Table 35a reports how demographic characteristics were related to 
graduates' responses in computer management application to the 
instructional program. Graduates' responses were affected by gender, age, 
and years since bachelor's degree. 
The null hypothesis to be tested was: There was no significant 
difference in demographic characteristics (institutional or individual) of 
graduates who felt less than qualified to perform in the areas of computer 
management application to the instructional program. 
Analysis of data gathered resulted in a failure to reject in 11 of 
the 14 areas. The hypothesis was rejected in these three areas: (1) 
gender, (2) age, and (3) years past bachelor's degree. The hypothesis was 
rejected at the .01 level of significance for gender (F (1, 102) = p<.01). 
Additional analysis using the Tukey Multiple Range Test (Table 35b) 
revealed that males felt more qualified than females on utilization of 
computers and other technologies as instructional aids. 
The age hypothesis was rejected (F (7, 117) = 2.30, p<.05). 
Additional analysis using the Tukey Multiple Range Test (Table 35c) 
revealed that age Group 1 (27 to 30) felt more qualified to deal with 
computers and other technologies as instructional aids than did age Group 
6 (47 to 50). The hypothesis was rejected at the .01 level of 
significance for years past bachelor's degree (F (8, 116) = 2.69, p<.01). 
Additional analysis using the Tukey Multiple Range Test (Table 35d) 
revealed that Group 2 (8 to 11 years since bachelor's degree) felt more 
qualified to deal with utilization of computers and other technologies 
than did Group 3 (12 to 15 years since bachelor's degree). 
98 
Table 35a. Analysis of variance test of demographic characteristics to 
computer management applications to the instructional program 
Characteristics D.F. 
Between 
Mean 
square D.F. 
Within 
Mean 
square F value 
Q1 Location 5 .30 119 .45 . 66 
Q2 No. of graduates 4 .39 117 .44 .89 
Q3 No. of professors 4 .45 119 .43 1.05 
Q4 Fin./institution 1 .02 122 .44 .05 
Q5 Gender 1 2.90 122 .42 6.90** 
Q6 Age 7 .95 117 .41 2.30* 
Q7 Race 5 .25 119 .45 .55 
Q8 Hours past B.A. 4 .24 119 .45 .53 
Q9 Years past B.A. 8 1.07 116 .40 2.69** 
QIO Thesis 8 .52 116 .44 1.20 
Qll Meaningful part 4 .73 120 .43 1.69 
Q12 Finance 6 .33 118 .45 .74 
Q13 Selection 4 .19 120 .45 .42 
Q14 Preparation 4 .51 120 .44 1.17 
*Significant at the .05 level. 
**Significant at the .01 level. 
Table 35b. Demographic characteristics to gender 
Group Number Mean S.D. 
1 Female 50 3.92 .67* 
2 Male ' 74 3.61 .63 a 
^Males felt more qualified than females on utilization of computers 
and technologies as instructional aids. 
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Table 35c. Demographic characteristics to age 
Group Number Mean S.D. 
1 27-30 5 3.00 .00* 
2 31-34 15 3.53 .64 
3 35-38 35 3.89 .58 
4 39-42 28 3.61 .69 
5 43-46 28 3.75 .70 
6 47-50 12 4.08 .67* 
^Age Group 1 (27-30) felt more qualified than Group 6 (47-50) on 
utilization of computers and technologies as instructional aids. 
Table 35d. Demographic characteristics to years since B.A. degree 
Group Number Mean S.D. 
1 4-7 6 4.00 .89 
2 8-11 14 3.21 .43* 
3 12-15 32 3.97 .47* 
4 16-19 26 3.50 .65 
5 20-23 24 3.79 .78 
6 24-27 14 3.93 .73 
7 28-31 5 3.80 .45 
8 32-35 3 3.33 .58 
9 36- 1 4.00 
^Group 2 (8-11) felt more qualified than Group 3 (12-15) on 
utilization of computers and technologies as instructional aids. 
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How demographic characteristics related to responses of graduates in 
the area of financial planning and cash flow management is shown in Table 
36. Graduates' responses were not affected by demographic 
characteristics. 
The null hypothesis to be tested was: There was no significant 
difference in demographic characteristics (institutional or individual) of 
graduates who felt less than qualified to perform in the areas of 
financial planning and cash flow management. 
Analysis of data in Table 36 indicates that in 14 of 14 areas, they 
failed to reject (F=.15 as'a low, and F=1.86 as a high). The data show no 
significant difference at the .05 level. 
Table 36. Analysis of variance test of demographic characteristics on 
financial planning and cash flow 
Between Within 
Mean Mean 
Characteristics D.F. square D.F. square F value 
Q1 Location 5 .18 99 .32 .57 
Q2 No. of graduates 4 .52 95 .28 1.85 
Q3 No. of professors 4 .33 99 .29 1.15 
Q4 Fin./institution 1 .09 103 .31 .30 
Q5 Gender 1 .36 102 .31 1.15 
QÔ Age 7 .45 97 .30 1.51 
Q7 Race 5 .21 99 .32 .67 
Q8 Hours past B.A. 4 .24 99 .31 .78 
Q9 Years past B.A. 7 .22 97 .32 .70 
QIO Thesis 9 .24 95 .32 .75 
Qll Meaningful part 4 .10 99 .32 .31 
Q12 Finance 6 .05 97 .33 .15 
Q13 Selection 4 .17 100 .32 .53 
Q14 Preparation 4 .56 100 .30 1.86 
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Table 37a communicates how demographic characteristics were 
associated with graduates' responses on the use of descriptive and 
inferential statistics. Graduates' responses in this area were affected 
by six of the 14 items. 
The null hypothesis to be tested was; There was no significant 
difference in demographic characteristics (institutional or individual) of 
graduates who felt less than qualified to perform in the areas of 
descriptive and inferential statistics. 
Analysis of variance in Table 37a indicates a failure to reject eight 
of 14 items. The six rejected items are: (1) location, (2) financing 
institution, (3) race, (4) most meaningful part of doctoral program, (5) 
financing, and (6) reason for selection of institution. 
The hypothesis was rejected at the .05 level of significance for 
location of the institution (F (5, 89) = 2.96, p<.05). Additional 
analysis using the Tukey Multiple Range Test (Table 37b) revealed that 
Group 5 (northeast) felt less qualified to deal with descriptive and 
inferential statistics than did Group 6 (southeast). Group 3 (midwest), 
and Group 1 (west). 
The hypothesis was rejected at the .01 level of significance for the 
funding of the institution (F (1, 92) = 9.39, p<.01). The means and 
standard deviation for the two types of institutions are shown in Table 
37c. Public school graduates felt more qualified to handle descriptive 
and inferential statistics than do private school graduates. 
The hypothesis was rejected at the .01 level of significance on race 
(F (5, 89) = 3.38, p<.01). Additional analysis (Table 37d) revealed that 
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Table 37a. Analysis of variance test of demographic characteristics on 
descriptive and inferential statistics 
Between Within 
Mean Mean 
Characteristics D.F. square D.F. square F value 
Q1 Location 5 1.10 89 .37 2.96* 
Q2 No. of graduates 4 .54 88 .39 1.39 
Q3 No. of professors 4 .52 89 .39 1.32 
Q4 Fin./institution 1 3.52 92 .38 9.39** 
Q5 Gender 1 .21 91 .41 .50 
Q6 Age 7 .58 87 .40 1.45 
Q7 Race 5 1.23 89 .36 3.38** 
Q8 Hours past B.A. 4 .45 89 .41 1.09 
Q9 Years past B.A. 7 .25 87 .42 .59 
QIO Thesis 8 .50 86 .40 1.23 
Qll Meaningful part 4 1.83 88 .35 5.27** 
Q12 Finance 7 .96 87 .37 2.61* 
Q13 Selection 4 1.40 90 .37 3.83** 
Q14 Preparation 4 .52 89 .40 1.27 
*Significant at the .05 level. 
**Significant at the .01 level. 
there were too few numbers in cells to make a statement on the degree of 
difference. 
The hypothesis was rejected at the .01 level of significance on the 
most meaningful part of doctoral program (F (4, 88) = 5.27, p<.01). 
Additional analysis using the Tukey Multiple Range Test (Table 37e) 
reveals Group 4 (graduates who felt interaction most meaningful part) felt 
more qualified in descriptive and inferential statistics than graduates 
who felt research was the most meaningful part of the program. 
The hypothesis was rejected at the .05 level of significance for the 
funding of the doctoral program (F (7, 87) = 2.61, p<.G5). Additional 
analysis using the Tukey Multiple Range Test (Table 37f) revealed that 
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Group 4 (full-time jobs) felt more qualified than did Group 6 (graduates 
who were funding their programs with loans). 
The hypothesis was rejected at the .01 level of significance for the 
reason for selection of institution (F (4, 90) = 3.83, p<.01). Additional 
analysis using Tukey Multiple Range Test (Table 37g) revealed that there 
were no significant differences within the groups. 
Table 37b. Demographic characteristics to location of institution 
Group Number Mean S.D. 
1 West 9 3.44 .73* 
2 Southwest 4 3.75 .50 
3 Midwest 28 3.54 .64^ 
4 Mideast 10 3.70 .67 , 
.64*'^'": 5 Northeast 17 4.18 
6 Southeast 27 3.59 • .50^ 
^Group 5 feels less qualified than Group 1 (descriptive/inferential 
statistics). 
Group 5 feels less qualified than Group 3 (descriptive/inferential 
statistics). 
'^Group 5 feels less qualified than Group 6 (descriptive/inferential 
statistics). 
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Table 37c. Demographic characteristics to funding of institution 
Group Number Mean S.D. 
1 Public college or 
university 59 3.54 .60^ 
2 Independent college 
or university 35 3.94 .64^ 
^Group 1 (public college or university) felt more qualified than 
Group 2 (private college or university) in descriptive and inferential 
statistics. 
Table 37d. Demographic characteristics to race^ 
Group Number Mean S.D. 
1 Indian American 1 3.00 
2 White American 82 3.63 .60 
3 Black American 7 4.14 .69 
4 Hispanic American 2 3.50 .71 
5 Asian American 1 3.00 
6 Non-American 2 5.00 .00 
^Because of the small numbers in the cells, it was not possible to 
make a statement on the degree of difference. 
Table 37e. Demographic characteristics to most meaningful part of 
doctoral program 
Group Number Mean S.D. 
1 Research 17 4.12 .78^ 
2 Theory 7 3.86 .38 
3 Practice 13 3.69 .75 
4 Interaction 37 3.38 .55^ 
5 Diploma 19 3.84 .30 
^Group 4 (interaction) feels more qualified than Group 1 (research). 
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Table 37f. Demographic characteristics to primary source to fund doctoral 
program 
Group Number Mean S.D. 
1 Graduate assistant 10 3.80 . 63 
2 Grant 2 4.00 .00 
3 Scholarship 5 3.40 .55 
4 Full-time job 56 3.54 .57^ 
5 Family finance 9 4.11 .78 
6 Loan 9 4.22 .44^ 
7 U.S. Government 1 3.00 
8 Other 3 3.67 1.15 
^Group 4 (full-time job) felt more qualified than Group 6 (loan). 
Table 37g. Demographic characteristics to major reason for selection of 
college or university^ 
Group Number Mean S.D. 
1 Location 50 3.56 .61 
2 Financial reasons 3 4.33 .58 
3 Professors 10 3.30 .48 
4 Future job opportunities 8 4.00 .53 
5 Reputation of program 24 3.92 .65 
significant difference. 
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Table 38 summarizes where demographic characteristics made a 
significant difference in graduates' perceived qualifications in the eight 
identified areas (30 percent or more of the graduates felt less than 
qualified). In 14 of the 112 possibilities, demographic characteristics 
did affect graduates' responses. 
Table 38. Demographic characteristics of "less than qualified" graduates 
to competency and related skills 
Competencies and related skills 
Characteristics la 2 3 4 5 6 7 8 Total 
Location X 1 
No. of graduates X 1 
No. of professors 0 
Funding institutions X 1 
Gender X 1 
Age X X 2 
Race X X 2 
Hours past B.A. 0 
Years past B.A. X 1 
Thesis X 1 
Meaningful part X X 2 
Finance X 1 
Selection X 1 
Preparation 0 
Totals 2 0 3 1 2 0 1 5 14 
^Key - Competency and related skills: 
1 - Political strategy to pass bond, tax, and other referenda. 
2 - Lobbying, negotiating, collective bargaining, power, policy 
development, and policy maintenance skills to assure successful 
educational programs. 
3 - Applications of computer management to the instructional 
program. 
4 - Use of computers and other technologies as instructional aids. 
5 - Planning/futures methods to anticipate occupational trends and 
their educational implications. 
6 - Financial planning and cash flow management. 
7 - Multicultural and ethnic understanding. 
8 - Descriptive and inferential statistics. 
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Institutional Demographic Characteristics 
and Perceived Qualifications (All Graduates) 
Tables 39 to 42 compare institutional demographic characteristics of 
all respondents to composite of each competency and related skills. 
Characteristics have been grouped into two separate groups, and a t-test 
was used to find if there is a significant difference (.05) between the 
responses of the two groups (by response level) on the stated 
competencies. This test was used to identify characteristics that may be 
used when studying the preparation of school administration. 
Table 39 states how graduates perceive their qualifications to 
demonstrate proficiency on the seven competencies when compared by 
location of the institution. A t-test was used to compare responses from 
Group 1 (midwest/mideast (N=124)) to Group 2 (southwest, west, southeast, 
northeast (N=195)). Graduates' perception of their qualifications was not 
significantly different by location of institution. 
The null hypothesis is: There is no significant difference in 
graduates' perception of their qualification by location of the 
institution. When analyzing Table 39 data, which compare perceived 
qualifications of graduates. Group 1, midwest/mideast, to Group 2, 
southwest/northeast/southeast/west, there is no significant difference, so 
there was failure to reject (t=.08 low to 1.32 high). This was not 
significant at the .05 level. 
Table 40 shows the graduates' perceived qualifications on the seven 
competencies when compared by the number in graduating class, spring 1984. 
When comparing graduates from institutions with nine or fewer (N=174) 
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Table 39. Location of institution by Competencies 1 to 7 
S outhwe s t/no rt he ast 
Location by Midwest/mideast west/southeast t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob, 
Climate 124 1, ,69 .45 195 1. 70 .51 .18 .86 
Politics 124 2, .07 .65 195 2. 10 .69 .35 .72 
Curriculum 124 2, .11 . 66 195 2. 22 .82 1.32 .19 
Instr. mgt. 122 1, .98 .61 194 1. 96 .69 .23 .82 
Staff dev. 122 I .  79 .59 194 1. 79 .65 .08 .94 
Resources 122 I .  88 .65 194 1. 97 .70 1.24 .21 
Research 122 L .97 .76 194 1. 91 .84 .59 .56 
Table 40. Number of graduates by Competencies 1 to 7 
Number of 
graduates by Nine or fewer More than nine t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob. 
Climate 174 1, ,71 .50 136 1 .70 .49 .07 .95 
Politics 174 2, .11 . 66 13Ô 2 .05 . 66 .84 .40 
Curriculum 174 2, .16 .71 136 2 .18 .81 .26 .80 
Instr. mgt. 171 2 .  01 .70 136 1 .93 .62 1.02 .31 
Staff dev. 171 1, .82 . 66 136 1 .77 .57 .71 .48 
Resources 171 1, .98 .68 136 1 .87 .63 1.36 .18 
Research 171 1, .86 .76 136 2 .01 .85 1.63 .10 
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graduates to institutions which graduated more than nine (N=130), there 
was no significant difference in perceived qualifications of graduates. 
The null hypothesis is: There is no significant difference in 
graduate responses when the institution graduates nine or fewer to an 
institution graduating over nine, spring 1984. The data show no 
significant difference at the .05 level, so fail to reject t=.07 to 1.35. 
How the graduates perceive their qualifications on the seven 
competencies when compared by the number of full-time professors of 
educational administration in the institution granting the doctoral degree 
was described in Table 41. When comparing graduate responses from 
institutions that have nine or fewer full-time professors (N=219) to 
institutions that have over nine full-time professors (N=98), there was no 
significant difference in perceived qualifications of graduates. 
The null hypothesis is: There is no significant difference in 
graduates' perceived qualifications when the institution has nine or fewer 
full-time professors when compared to more than nine full-time professors 
in spring 1984. There was no significant difference at the .05 level, so 
there was failure to reject (t=.20 to 1.68). 
Table 42 reports how graduates perceive their qualifications on the 
seven competencies when compared by the way the institution is funded. 
When comparing graduates' responses from institutions that were funded 
publicly (N=228) to graduates' responses from institutions that were 
funded privately (N=90), there was no significant difference in graduates' 
perceived qualifications. 
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Table 41. Number of professors by Competencies 1 to 7 
Number of 
professors by Nine or fewer More than nine t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob. 
Climate 219 1, .68 .47 98 1. 75 .53 1, .29 .20 
Politics 219 2, ,06 .65 98 2, .12 .68 .83 .41 
Curriculum 219 2, .14 .75 98 2. 24 .76 L .14 .25 
Instr. mgt. 216 1, .95 .65 98 2, .02 .70 .93 .35 
Staff dev. 216 1, .76 .62 98 1. 84 .63 1 .00 .32 
Resources 216 L .89 .63 98 2, .02 .71 1 .68 .09 
Research 216 L .93 .83 98 1, .91 .70 .20 .84 
Table 42. Financing of institution by Competencies 1 to 7 
Financing by 
competency 
Public Private t-
value 
2-taiI 
prob. N Mean S.D. N Mean S.D. 
Climate 228 1.69 .49 90 1.73 .48 . 66 .51 
Politics 228 2.05 .67 90 2.17 .68 1.49 .14 
Curriculum 228 2.14 .73 90 2.25 .83 1.13 .26 
Instr. mgt. 225 1.97 .69 90 1.95 .59 .26 .80 
Staff dev. 225 1.79 .65 90 1.80 .59 .24 .81 
Resources 225 1.90 .65 90 2.01 .73 1.31 .19 
Research 225 1.88 .78 90 2.05 1.88 1.67 .10 
I l l  
The null hypothesis is: The way an institution is financed, Group 1 
(public) compared to Group 2 (private) will not affect the responses of 
the spring graduates on Competencies 1 through 7. There was no 
significant difference at the .05 level, so there was failure to reject 
(t=.24 to 1.67). 
Individual Demographic Characteristics 
and Perceived Qualifications (All Graduates) 
Tables 43 to 52 compare individual demographic characteristics of all 
respondents to the composite of each competency and related skills. 
Characteristics have been grouped into two separate groups, so a t-test 
can be used to find if there is a significant difference (.05) between the 
groups' responses on stated competencies. This method is used to identify 
characteristics that may be used when studying the preparation of school 
administration. 
Table 53 is a summary of graduates' perceived qualifications when 
comparing grouped demographic characteristics. 
Table 43 communicates how graduates perceive their qualifications to 
demonstrate proficiency on the seven competencies when compared by gender. 
A t-test was used to compare responses of females (N=121) to males 
(N=196). Gender did make a difference in perceived qualifications in 
staff development, allocating resources, and research utilization. 
The null hypothesis is: There is no significant (.05) difference 
between graduate responses, female or male, on the seven competencies. It 
was not possible to reject hypotheses in four of the seven areas; gender 
did not make a significant difference. The rejected null hypotheses are 
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Table 43. Gender to Competencies 1 to 7^ 
Gender by Female Male t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob. 
Climate 121 1.64 .49 196 1.74 .49 1.80 .07 
Politics 121 2.17 .75 196 2.03 .62 1.78 .08 
Curriculum 121 2.19 .83 196 2.16 .72 .40 .69 
Instr. mgt. 119 1.99 .72 195 1.95 .63 .55 .58 
Staff dev. 119 1.70 .65 195 1.85 .61 2.10 .04* 
Resources 119 2.14 .75 195 1.81 .60 4.19 .00** 
Research 119 2.06 .91 195 1.85 .74 2.07 .04* 
^Range 1 = well qualified to Range 5 = great need for assistance. 
*Significant at the .05 level. 
**Significant at the .01 level. 
in these three areas: (1) staff development and evaluation systems to 
enhance effectiveness of educational personnel (t=2.10, p<.05); (2) 
allocating human material and financial resources to efficiently and 
accountably assure successful student learners (t=4.19, p<.01); and (3) 
conducting research and utilizing research findings in decision making to 
improve long-range planning, school operations, and student learning 
(t=2.07, p<.05). 
1. Staff development and evaluation systems to enhance effectiveness 
of educational personnel—Group 1 (female) felt more qualified than Group 
2 (male). 
2. Allocating human material and financial resources to efficiently 
and accountably assure successful student learning—Group 2 (male) felt 
more qualified than Group 1 (female). 
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3. Conducting research and utilizing research findings in decision 
making to improve long-range planning, school operations, and student 
learning—Group 2 (male) felt more qualified than Group 1 (female). 
Table 44 relates how graduates perceive their qualifications to 
demonstrate proficiency on the seven competencies when compared by age. A 
t-test was used to compare responses of Group 1, 38 years of age and 
younger (N=141), to responses of Group 2, over 38 years of age (N=170). 
Graduates' perceived qualifications were not significantly different 
between Groups 1 and 2. 
The null hypothesis is; There is no significant difference (.05) on 
graduates' responses to the competencies and related skills when groups 
are separated by age, Group 1 (38 and under) and Group 2 (over 38). 
There was no significant difference at the .05 level, so there was 
failure to reject (t=.02 as a low, 1.20 as a high). 
How graduates perceive their qualifications to demonstrate 
proficiency on the seven competencies when compared by race is shown in 
Table 45. A t-test was used to compare responses of Group 1, White 
Table 44. Age by Competencies 1 to 7 
Age by 38 and under Over 38 t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob. 
Climate 
Politics 
Curriculum 
Instr. mgt 
Staff dev. 
Resources 
Research 
141 1.72 .50 
141 2.10 .73 
141 2.17 .79 
140 1.95 .63 
140 1.80 .63 
140 1.99 .70 
140 1.96 .88 
176 1.69 .48 
176 2.08 .64 
176 2.18 .74 
174 1.98 .69 
174 1.80 .63 
174 1.90 .66 
174 1.91 .75 
.59 .56 
.21 .84 
.11 .91 
.45 .65 
.02 .98 
1.20 .23 
.46 .64 
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American (N=280) to all other races (N=39). There was a significant 
difference in how White Americans perceived their qualifications when 
compared to all others. 
The null hypothesis is: There is no significant (.05) difference 
between graduate responses from Group 1 or Group 2 when responding to 
perceived ability on Competencies 1 through 7. It failed to reject three 
of seven hypotheses, but did reject four of seven hypotheses: (1) reject 
hypothesis (C3), developing a systematic school curriculum that assures 
both extensive cultural enrichment activities and mastery of fundamental 
as well as progressively more complex skills required in advanced problem 
solving, creative and technological activities (t=2.38, p<.05); (2) reject 
hypothesis (C4), planning and implementing an instructional management 
system (t=2.55, p<.01); (3) reject hypothesis (C5), designing staff 
development and evaluation system (t=2.01, p<.05); and (4) reject 
hypothesis (C6), allocating human materials and financial resources 
(t=2.69, p<.01). 
1. Group 1 (White American) felt more qualified than Group 2 (all 
others) in developing school curriculum. 
2. Group 1 (White American) felt more qualified than Group 2 (all 
others) in planning instructional management. 
3. Group 1 (White American) felt more qualified than Group 2 (all 
others) in designing staff development. 
4. Group 1 (White American) felt more qualified than Group 2 (all 
others) in allocating resources. 
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Table 45. Race by Competencies 1 to 7 
Hispanic Am./Asian Am./ 
Indian Am./Black Am./ 
Race by White American Non-American t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob. 
Climate 280 1.70 .49 39 1. 71 .52 .12 .91 
Politics 280 2.07 .68 39 2. 21 .63 1.26 .21 
Curriculum 280 2.14 .76 39 2. 44 .69 2.38 .02* 
Instr. mgt. 278 1.93 . 66 38 2. 22 .61 2.55 .01* 
Staff dev. 278 1.77 .64 38 1. 98 .52 2.01 .05* 
Resources 278 1.88 .67 38 2. 31 .65 3.69 .00** 
Research 278 1.98 .79 38 2. 12 .96 1.50 .14 
*Significant at the .05 level. 
**Significant at the .01 level. 
Table 46 discloses how graduates perceive their qualifications to 
demonstrate proficiency in the seven competencies when compared by 
semester hours of credit beyond the bachelor's degree. A t-test was used 
to compare responses of Group 1 (120 semester hours or less (N=174)) to 
Group 2 (over 120 hours (N=143)). There was little difference in 
perceived qualifications between the groups. 
The null hypothesis is; There was no significant difference (.05) on 
responses of graduates on competencies between Groups 1 and 2. 
There was no significant difference at the .05 level, so there was 
failure to reject the hypothesis (t=.51 as a low, 1.77 as a high). 
How graduates perceive their qualifications to demonstrate 
proficiency in the seven competencies when compared by years since 
acquiring the bachelor's degree was reported in Table 47. A t-test was 
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Table 46. Semester hours beyond bachelor's degree by Competencies 1 to 7 
Semester 
hours beyond 
bachelor's 
degree by 120 and under Over 120 t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob. 
Climate 174 1.73 .48 143 1.66 .49 1.44 .15 
Politics 174 2.10 .71 143 2.06 .64 .51 .61 
Curriculum 174 2.21 .77 143 2.13 .76 1.03 .31 
Instr. mgt. 174 2.03 .70 140 1.89 .60 1.77 .08 
Staff dev. 174 1.83 . 66 140 1.74 .58 1.24 .22 
Resources 174 1.98 .70 140 1.87 .65 1.46 .14 
Research 174 1.96 .85 140 1.90 .76 .68 .50 
used to compare responses of Group 1, 15 years or less since acquiring the 
bachelor's degree (N=141), to Group 2, over 15 years since acquiring the 
bachelor's degree (N=176). There was little difference between Group 1 
and Group 2 in perceived qualifications on the seven competencies. 
The null hypothesis is: There was no significant difference (.05) on 
the responses toward the competencies from Group 1 to Group 2. 
There was no significant difference at the .05 level, so there was 
failure to reject the hypothesis (t=.29 as low, 1.39 as high). 
Table 48 communicates how graduates perceive their qualifications to 
demonstrate proficiency in the seven competencies when compared by the 
major emphasis of their thesis (dissertation). A t-test was used to 
compare responses of Group 1, emphasis leadership, instruction, evaluation 
(N=165), to Group 2, emphasis finance, law, technology, public relations, 
adult education, politics, and others (N=154). There was a difference in 
how Group 1 compared to Group 2 in the area of resources. 
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Table 47. Number of years since bachelor's degree by Competencies 1 to 7 
Years since 
bachelor's 
degree by 15 and under Over 15 t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob. 
Climate 141 1, .74 .49 177 1. 67 .49 1.39 .17 
Politics 141 2, .06 .70 177 2. 11 .66 .70 .49 
Curriculum 141 2, .19 .80 177 2. ,16 .73 .45 .65 
Instr. mgt. 140 L .99 . 66 175 1. 94 .67 .72 .47 
Staff dev. 140 1. 80 .68 175 1, .78 .59 .29 .77 
Resources 140 1 .99 .73 175 1, .89 .64 1.31 .19 
Research 140 1 .90 .83 175 1, .96 .80 .64 .52 
The null hypothesis is: There was no significant difference (.05) 
between Group 1 and Group 2 comparing responses on all Competencies 1 to 
7. 
There was little difference and, therefore, failure to reject six of 
seven areas. The competency of allocating human, material, and financial 
resources was rejected (t=2.10, p<.05). 
Group 2, whose major emphasis of thesis was finance, law, politics, 
technology, public relations, and adult education, felt more qualified in 
handling resources than did Group 1, whose major emphasis of thesis was 
leadership, instruction, and evaluation. 
How graduates perceive their qualifications to demonstrate 
proficiency in the seven competencies when compared by the most meaningful 
part of their doctoral program is described in Table 49. A t-test was 
used to compare responses by Group 1, graduates who felt research, 
interaction, theory, and practice as the most meaningful part of the 
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Table 48. Emphasis of thesis by Competencies 1 to 7 
Emphasis of 
thesis by-
competency 
Leadership/ 
instruction/ 
evaluation 
Mean S.D. 
Finance/law/politics/ 
technology/ 
public relations/ 
adult education t-
N Mean S.D. value 
2-tail 
prob. 
Climate 165 1, 70 .53 154 1, .70 .45 .03 .98 
Politics 165 2, .12 .63 154 2, .05 .72 .95 .34 
Curriculum 165 2, .14 .74 154 2, .20 .78 .70 .49 
Instr. mgt. 163 1, .95 .66 153 1, .98 .67 .39 .70 
Staff dev. 163 1, .76 .65 153 1, .82 .61 .87 .38 
Resources 163 2, .01 .69 153 1, .85 .65 2.10 .04* 
Research 163 L .94 .77 153 L .92 .85 .30 .77 
*Significant at the .05 level. 
doctoral program (N=282), to Group 2, graduates who felt the awarding of 
the diploma as the most meaningful part of the doctoral degree (N=34). 
The null hypothesis is: There was no significant difference (.05) 
between Group 1 and Group 2 when reviewing responses on Competencies 1 
through 7. There was failure to reject the hypothesis on one of the seven 
competencies. This hypothesis was rejected in six of the seven areas, as 
follows: 
1. Political theory and political skills (t=2.49, p<.05). 
2. Designing, implementing, and evaluating a school climate (t=2.01, 
p<.05). 
3. Developing systematic structured curriculum (t=2.47, p<.05). 
4. Planning and implementing instructional management (t=2.04, 
p<.05). 
5. Designing staff development and evaluation (t=2.08, p<.05). 
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6. Conducting and utilizing research (t=2.63, p<.01). 
Group 1, graduate students who felt the most meaningful part of the 
doctoral program was research, interaction, theory, and practice, felt 
better qualified in political, climate, curriculum, instructional 
management, staff development, and research, than Group 2, graduate 
students who felt the most meaningful part of the doctoral program was the 
granting of a diploma. 
Table 50 relates how graduates perceive their qualifications to 
demonstrate proficiency in the seven competencies when compared by their 
primary source of funding when completing the doctoral degree. A t-test 
was used to compare responses by Group 1, graduate assistant, grant, 
scholarship, family finance, loan, U.S. Government (N=124), to Group 2, 
full-time job (N=194). 
Table 49. Most meaningful part of doctoral program by Competencies 1 to 7 
Most 
meaningful 
part by 
competency 
Research/ 
interaction/ 
theory/ 
practice Diploma t-
value 
2-tail 
prob. N Mean S.D. N Mean S.D. 
Climate 282 1.68 .47 34 1.90 .60 2.01 .05* 
Politics 282 2.04 .61 34 2.48 1.01 2.49 .02* 
Curriculum 282 2.13 .72 34 2.55 .97 2.47 .02* 
Instr. mgt. 279 1.94 .65 34 2.19 .78 2.05 .04* 
Staff dev. 279 1.77 .63 34 2.00 .60 2.08 .04* 
Resources 279 1.94 .68 34 1.97 .63 .25 .80 
Research 279 1.87 .77 34 2.34 1.00 2.63 • .01** 
*Significant at the .05 level. 
**Significant at the .01 level. 
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The null hypothesis is: There was no significant difference (.05) 
between Group 1 and Group 2. There was failure to reject the hypothesis 
on six of the seven competencies. This hypothesis was rejected for 
allocating human, material, and financial resources (t=2.55, p<.01). 
Group 2, graduates with full-time jobs, felt more qualified in the area of 
allocating human, material, and financial resources than did Group 1. 
How graduates perceive their qualifications to demonstrate 
proficiency in the seven competencies when compared by the major reason 
for selecting the institution is shown in Table 51. A t-test was used to 
compare responses by Group 1, location and finances (N=175), to Group 2, 
professors, future job opportunities, and reputation of the program 
(N=143). 
The hypothesis is; There was no significant difference (.05) between 
Group 1 and Group 2. There was failure to reject the hypothesis on six of 
Table 50. Primary source of funding for doctoral program by Competencies 
1 to 7 
Grad. assist./grant/ 
scholarship/ 
family finance/loan/ 
Funding by U.S. Government Full-time job t- 2-tail 
competency N Mean S.D. N Mean S.D. value prob. 
Climate 124 1.70 .50 194 1.70 .48 .11 .91 
Politics 124 2.15 .74 194 2.04 .63 1.41 .16 
Curriculum 124 2.24 .82 194 2.13 .72 1.27 .21 
Instr. mgt. 122 2.01 . 66 193 1.94 .67 .84 .40 
Staff dev. 122 1.76 .64 193 1.81 .62 .66 .51 
Resources 122 2.06 .74 193 1.86 .63 2.55 .01** 
Research 122 1.95 .90 193 1.93 .75 .22 .83 
**Significant at the .01 level. 
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seven competencies. This hypothesis was rejected for political theory and 
applied political skills (t=2.18, p<.05). 
Group 2, who selected the university because of professors, 
reputation, and future job opportunities, felt more qualified in the area 
of political theory and political skills than did Group 1, who selected 
their institution because of location or financial reasons. 
Table 51. Major reason to select institution by Competencies 1 to 7 
Professors, 
Reason to future job 
select Location/ opportunities/ 
institution finances reputation of program t- 2-tail 
by competency N Mean S.D. N Mean S.D. value prob. 
Climate 175 1.73 .50 143 1.67 .47 1.09 .28 
Politics 175 2.16 .72 143 1.99 .61 2.18 .03* 
Curriculum 175 2.23 .76 143 2.10 .76 1.49 .14 
Instr. mgt. 174 2.00 . 66 141 1.93 . 66 .97 .33 
Staff dev. 174 1.85 .67 141 1.72 .57 1.76 .08 
Resources 174 1.99 .70 141 1.87 .65 1.53 .13 
Research 174 1.98 .80 141 1.88 .83 1.12 .27 
^Significant at the .05 level. 
Table 52 reports how graduates perceive their qualifications to 
demonstrate proficiency in the seven competencies when compared by their 
feeling of the most meaningful preparation for an administrative position. 
A t-test was used to compare Group 1, doctoral program, pre-doctoral 
program, field experience, and other (N=140), to Group 2, job experience 
(N=178). 
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Table 52. Most meaningful preparation for administration position by 
Competencies 1 to 7 
Doctoral program/ 
Most pre-•doctoral prog./ 
meaningful field experience/ 
preparation other Job experience t- 2-tail 
by competency N Mean S.D. N Mean S.D. value prob. 
Climate 140 1.71 .47 178 1.69 .50 .33 .74 
Politics 140 2.08 . 66 178 2.08 .69 .03 .98 
Curriculum 140 2.21 .79 178 2.15 .74 . 66 .51 
Instr. mgt. 138 1.99 . 66 177 1.95 .67 .43 .67 
Staff dev. 138 1.72 .58 177 1.85 . 66 1.82 .07 
Resources 138 2.04 .70 177 1.85 .65 2.40 .02* 
Research 138 1.84 .72 177 2.00 .87 1.72 .09 
*Significant at the .05 level. 
The hypothesis is: There was no significant difference (.05) between 
Group 1 and Group 2 on responses to Competencies 1 to 7. There was 
failure to reject the hypothesis on six of the seven competencies. One 
hypothesis was rejected, allocating human, material, and financial 
resources (t=2.40, p<.05). Group 2 (job experience) felt more qualified 
in allocating human, material, and financial resources than Group 1 
(formal training, etc.). 
Table 53 provides a summary of how graduates perceive their 
qualifications to demonstrate proficiency in the seven competencies when 
compared to grouped demographic characteristics. 
The null hypothesis is: There was no significant difference in 
graduates' perceived qualifications when comparing responses by grouped 
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Table 53. Demographic characteristics/areas of competencies 
Characteristic 1 2 3 4 5 6 7 Total 
Location 
MW/ME - other 
No. of graduates 
<—9—> 
No. of professors 
( 9 > 
Funding 
Public - private 
Gender 
Age 
Race 
White American - other 
Hours beyond bachelor's 
<—120—> 
Years since bachelor's 
Thesis 
Inst./eval./lead. - other 
Meaningful part 
Diploma - other 
Finance 
Job - other 
Selection 
Location/finance - other 
Preparation 
Experience - formal 
X X X X X 
X X 
X X X X 
Total 1 2 2 3 2 5 2 17 
^ey: 1 - School climate improvement program. 
2 - Political theory and skills. 
3 - Systematic school curriculum. 
4 - Instructional management system. 
5 - Staff development and evaluation systems. 
6 - Allocating resources. 
7 - Using research. 
124 
demographic characteristics. There was failure to reject the hypothesis 
for 81 of the 98 hypotheses. 
Summarizing data from Tables 43 to 53 generates the overall question 
of why graduates feel significantly different as to their perceived 
qualifications to demonstrate proficiency by gender (three of the seven 
areas), race (four of the seven areas), and attitude toward the most 
significant part of the doctoral program (six of seven areas). These 
associations will be explored in depth in the next chapter. 
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CHAPTER V. SIMIARY, CONCLUSIONS, RECOMMENDATIONS 
Summary 
This study surveyed the 1984 spring graduates with doctoral degrees 
in Educational Administration (emphasis school administration) to elicit 
their perceptions of their preparation to perform as school administrators 
according to the competencies and related skills adopted by the A.A.S.A. 
Returns from this survey produced a nation-wide profile of the 1984 spring 
graduates in Educational Administration (emphasis school administration). 
General characteristics 
The original mailing was comprised of 480 questionnaires and resulted 
in 319 usable returns. The gender gap is closing, it appears; 121 of the 
graduates were female (37.9%). The majority of graduates was White 
American males with an average âge of 39 years. Most graduates had earned 
120 semester hours of formal education past the bachelor's degree, and it 
had been over 15 years since the bachelor's degree was acquired. 
Interaction with other graduate students was perceived as one of the most 
important parts of the preparation program for the doctoral degree. Over 
60 percent of the graduates held full-time jobs while completing their 
programs. Location was the major reason for selecting a particular 
institution, and the greatest number of graduates attended public 
institutions. Most attended an institution that had five to nine 
graduates in spring 1984, and five to nine full professors of Educational 
Administration during the semester of their graduation. 
e 
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Overall qualifications 
The new doctorates reported that they were qualified in all seven 
areas that they were being asked to address (CI through C7). They were 
especially positive about their feelings of qualifications to perform in 
the following areas; CI, designing, implementing, and evaluating a school 
climate improvement program which includes mutual efforts by staff and 
students to formulate and attain school goals, organizational and personal 
planning and time management, human relations, organizational development, 
and leadership skills; and C5, designing staff development and evaluation 
systems to enhance effectiveness of educational personnel, using system 
and staff needs assessments to identify areas for concentrated staff 
development and resource allocation for new personnel, and use of system 
and staff evaluation data in personnel policy and decision making. 
In two of the areas, the graduates were more reserved on their 
perceived abilities. They questioned their ability in: C2, understanding 
political theory and applying political skills in building local, state, 
and national support in education with great concern in passing tax and 
other referenda, as well as negotiating, collective bargaining, and policy 
development; and in C3, to develop a systematic school curriculum. 
"Less than qualified" 
Operationally, for purposes of this investigation, when 30 percent or 
more of the respondents reported that they felt "less than qualified" to 
demonstrate proficiency in a competency or related skill, they were 
categorized as "less than qualified." These returns were then analyzed to 
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see if perceptions of their inadequate preparation varied by demographic 
characteristics. 
Eight areas were identified wherein 30 percent or more of the 
graduates felt "less than qualified" to demonstrate proficiency. These 
eight areas are ranked from the highest degree of uncertainty (51 percent) 
to the 30 percent level: 
1. Political strategy to pass bond, tax, and other referenda, 51 
percent. 
2. Lobbying, negotiating, collective bargaining, power, policy 
development, and policy maintenance skills to assure successful 
educational programs, 44 percent. 
3. Application of computer management to instructional program, 40 
percent. 
4. Utilization of computer and other technologies as instructional 
aids, 36 percent. 
5. Planning/future methods to anticipate occupational trends and 
their educational implications, 36 percent. 
6. Financial planning and cash flow management, 33 percent. 
7. Multicultural and ethnic understanding, 33 percent. 
8. Descriptive and inferential statistics, 30 percent. 
The analysis of the demographic characteristics indicated that 
certain subgroups viewed their proficiency differently. 
In Area 1, political strategy to pass bond, tax, and other referenda, 
the age group of 31-34 felt more qualified to work in this area than did 
the age group of 44-46. When classifying by the major emphasis of thesis, 
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it was found that graduates who wrote in law and instruction felt more 
qualified to deal in Area 1 than did graduates whose thesis emphasis was 
adult education. 
In the area of lobbying, negotiating, collective bargaining, power, 
policy development, and policy maintenance skills to assure successful 
educational programs, there was no significant difference of respondents 
by demographic characteristics'. 
When evaluating application of computer management to instructional 
program, males felt more qualified than females, the age group 27-30 felt 
more qualified than age group 47-50, and when considering years since the 
granting of the bachelor's degree, those with 8-10 felt more qualified 
than those who were 12-15 years from college graduation. 
In Area 4, utilization of computer and other technologies as 
instructional aids, "number of graduates from the institution" showed a 
difference. Graduates from the program with 10-14 graduates felt more 
qualified than did graduates from programs with 20 or over graduates. 
When testing planning/future methods to anticipate occupational 
trends and their educational implication, respondents who felt the most 
meaningful part of their doctoral program was practice were more positive 
about their preparation than were graduates who felt research was the most 
meaningful part of their doctoral program. 
When evaluating financial planning and cash flow management, there 
were no significant differences by demographic characteristics. 
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In multicultural and ethnic understanding, there was a difference in 
response by race. Because of insignificant numbers in some cells, a 
degree difference from within could not be reported. 
In Area 8, descriptive and inferential statistics, there were many 
significant differences. By institution, there were two areas that had 
significant differences, location and funding: (1) by location of 
institution, graduates from the southeast, midwest, and west felt more 
qualified in descriptive and inferential statistics than did graduates 
from the northeast; (2) funding of the institution; graduates from public 
institutions felt more qualified than did graduates from private 
institutions. By individual, there was a difference in perception of 
preparation by; (1) race; but since the members in each cell were 
minimal, it was not possible to define the within-degree of difference; 
(2) most meaningful part of doctoral degree; respondents who had 
interaction with others as the most meaningful part of their program felt 
more qualified than did graduates who felt research was the most 
meaningful part of their program; (3) the primary source to fund doctoral 
program; graduates with full-time jobs felt more qualified in descriptive 
and inferential statistics than did respondents who were recipients of 
loans. 
All respondents 
Females felt more qualified than males in staff development and 
evaluation system to enhance effectiveness of eductional personnel. Males 
felt more qualified in allocating human, material, and financial resources 
to efficiently and in an accountable manner assure successful student 
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learning. Males felt more qualified in conducting research and using 
research findings in decision making to improve long-range planning, 
school operations, and student learning. 
When perceptions of White Americans were compared to other races. 
White Americans felt more qualified in developing a systematic school 
curriculum, planning and implementing an instructional management system, 
designing staff development and evaluation systems, and allocating human, 
material, and financial resources. 
When the most meaningful parts of the doctoral program (i.e., 
diploma, research, interaction, theory, and practice) were compared, 
graduates who marked research, interaction, theory, and practice felt more 
qualified than did those who marked "diploma is my goal" in the following 
areas; (1) designing, implementing, and evaluating climate, (2) 
understanding political theory and applying political skills, (3) 
developing a systematic school curriculum, (4) planning and implementing 
an instructional management system, (5) designing staff development and 
evaluation system, and (6) conducting research and using research 
findings. 
When the major reason for the selection of the Institution was 
professors, future job opportunities, or reputation of institution was 
compared to location or financial reasons, the graduates who selected the 
institution because of professors, future job opportunities, or reputation 
felt more qualified in understanding political theory and applying 
political skills. 
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When the most meaningful preparation for an administrative position 
was job experience as compared to doctoral program (formal education), 
pre-doctoral program, field experience, and others, the respondents who 
felt job experience was most meaningful perceived themselves more 
qualified in allocating human, material, and financial resources. 
When the major emphasis of thesis (finance, law, technology, public 
relations, adult education, politics, and others) was compared to 
leadership, instruction, and evaluation, graduates whose emphasis was on 
finance, law, technology, public relations, adult education, politics, and 
others felt more qualified in allocating human, material, and financial 
resources. 
When the major way to finance the doctoral program was a full-time 
job as compared to graduates' assistantship, grants, scholarships, family 
finance, loans, and U.S. Government, graduates with full-time jobs felt 
more qualified in allocating human, material, and financial resources. 
Conclusions 
The responses of the 1984 graduates suggested an operational 
categorization into two parts, viz., "all graduates" and "less than 
qualified." Those graduates who reported that they did not perceive 
themselves qualified in 30 percent or more of the A.A.S.A. recommended 
competencies were examined separately as the "less than qualified" group. 
All were placed in the "all graduates" group for statistical analysis. 
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All graduates 
The summary of responses supports the following conclusions: The 
spring 1984 graduates' doctoral degree educational administrators 
(emphasis school administration) report that they felt qualified to 
demonstrate proficiency in the seven competencies with the related skills 
developed by the A.A.S.A. as necessary competencies in the field of school 
administraation. In two of the seven competencies, (1) designing, 
implementing, and evaluating school climate, and (2) designing staff 
development and evaluation systems, graduates felt significantly more 
qualified than they did in the other five areas; and in two of the seven 
competencies, (1) developing a systematic school curriculum and (2) 
understanding political theory and applying political skills, graduates 
perceived themselves much less qualified than they did in the other five 
areas. 
Graduates will feel comfortable when they are asked to design, 
implement a school climate, or design staff development and implement an 
evaluation system, but will feel less than comfortable when asked to 
develop a systematic school curriculum or provide leadership in applying 
political skills and understanding political theory. This feeling of 
being less than qualified will cause concern to new graduates, as both 
areas, curriculum and political activities, are currently areas of concern 
for school administrators. 
Gender did have a significant association with the graduates' 
perceived feeling of qualification to perform in: designing staff 
development and evaluation systems to enhance effectiveness of educational 
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personnel, allocating human, material, and financial resources to 
efficiently and in an accountable manner assure successful student 
learning, conducting research and using research findings in decision 
making to improve long-range planning, school operations, and student 
learning. This finding may give credence to prior training and experience 
compared to the formal doctoral program of primary importance in 
developing a feeling of competence. 
Race was a characteristic that affected graduates' responses on their 
perceived qualification to perform. White Americans felt more qualified 
to perform than all other races in: developing a systematic school 
curriculum, planning and implementing an instructional management system, 
designing staff development and evaluation systems, allocating human, 
material, and financial resources. Past experience aand training may be 
more important than formal education (doctoral degree (today)). 
Graduates' feelings as to the most meaningful part of the doctoral 
program (diploma compared to research, interaction, theory, or practice) 
diploma did feel less qualified in perceived feeling of competence in: 
understanding political theory and applying political skills, developing a 
systematic school curriculum, planning and implementing an instructional 
management system, designing staff development and evaluation systems, 
conducting research, and using research findings. Attitude toward the 
doctoral program (after graduation) may be a significant topic for further 
study. 
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Less than qualified 
The eight competencies or related skills on which 30 percent or more 
of the graduates felt less than qualified should be studied in more depth. 
Graduates did not feel qualified in the political arena: political 
strategy, lobbying, negotiating, etc. Graduates did not feel qualified in 
the use of computers, either for computer management of instruction or use 
of computers and other technologies as instructional aids. Graduates did 
not feel qualified in the planning/future occupation and education. 
Graduates did not feel qualified in the use of statistics, either 
descriptive or inferential. Graduates did not feel qualified in the field 
of financial planning and cash flow management. 
Do universities provide instruction in the above areas in our present 
formal educational program which has the doctoral degree as the capstone 
of the program? Or, if instruction is provided, is it a matter of kind of 
instruction? 
There is reason to believe that graduates need help in the specific 
areas mentioned above. Demographic characteristics of the graduates who 
felt "less than qualified" were studied to identify characteristics, if 
any, that might relate to the feeling of competency. 
Finally, it can be concluded that demographic characteristics of 
graduates did not make a significant difference in responses. 
Limitations 
When interpreting the findings of this study, the following 
limitations must be considered. 
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1. Less than one hundred percent of the spring 1984 graduates were 
located. 
2. One hundred percent of the contacted graduates of spring 1984 did 
not return the survey instrument. 
3. This study surveyed only one of the three graduation dates in the 
school year of 1984. 
4. This survey arrived at graduation time, which may have found 
respondents very positive toward their preparation. 
5. There was no face-to-face contact with participants. 
6. The A.A.S.A. Guidelines for the Preparation of School 
Administrators was not well-known to most participants. 
7. Graduates were not questioned as to the content of their program. 
Discussion 
This study found the spring graduates of 1984 with a doctoral degree 
in Educational Administration (emphasis school administration) positive on 
their perceived ability to demonstrate proficiency in the competencies and 
related skills that have been adopted by the A.A.S.A. as necessary for 
school administrators. The perceived feeling of being qualified may come 
from completion of a formal degree or combination of formal class work and 
job experience, etc. For this research, it was assumed that the total 
environment plays a part in the overall findings, but current formal 
instruction to the completion of the doctoral degree must be an important 
factor in one's feeling of qualification. 
Schools of Educational Administration, professors of Educational 
Administration, and graduates should point with pride to the 42 of the 50 
136 
competencies and related skills on which 70 percent or more of the 
graduates felt qualified to demonstrate their proficiency. 
Graduates were positive in their feeling of qualification to 
demonstrate competency in all seven areas. In designing, implementing, 
and evaluating a school climate improvement program which includes mutual 
efforts by staff and students to formulate and attain school goals, and 
designing staff development to formulate and attain school goals, and 
designing staff development and evaluation systems to enhance 
effectiveness of educational personnel, the feeling of qualification was 
significantly (p<.001) higher when comparing these areas to the other 
seven areas. Graduates may feel more qualified in these areas because of 
formal course work, availability of instructional materials, current 
emphasis of departments of Educational Administration, society 
expectations, or job experience. If one of the major reasons is formal 
education, an analysis of current practices should be initiated and 
research must be instigated to isolate successful practices. 
Graduates were significantly less positive (p<.001) in their feeling 
of qualification in two of the seven areas: developing a systematic 
school curriculum and understanding political theory and applying 
political skills. Graduates may feel less qualified in this area because 
of formal course work, availability of materials, current emphasis of 
department of Educational Administration, societal expectation, or job 
experience. If one of the major reasons is formal education, an analysis 
of current practices should be initiated and research instigated to 
identify unsuccessful procedures. 
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There should be some alarm in finding eight of 50 competencies or 
related skills in which 30 percent or more of the graduates felt less than 
qualified to demonstrate their proficiency. Does this mean these areas 
are not important in departments of Educational Administration? Should 
these competencies and related skills be acquired in the current program 
of study? These findings may point to a need for investigation of current 
preparation programs. One might ask if any course work was taken which 
dealt with these competencies. 
Not only has the A.A.S.A. formally adopted the guidelines for 
preparation of school administrators, but it has also encouraged research 
as to the importance of the new guidelines. In two recent dissertations 
(assisted and encouraged by the A.A.S.A.), Edgell (33) surveyed professors 
of educational administration, and McClellan (90) surveyed practicing 
school administrators (superintendents) as to their reaction to the 
A.A.S.A.'s adopted competencies and related skills. Both groups were 
strongly in favor of the competencies and related skills as suitable 
guidelines for the preparation of school administrators. 
The current A.A.S.A. adopted guidelines for the preparation of school 
administrators is not the first attempt to bring direction and structure 
to the training and preparation of school administrators, but it is, to 
date, the most complete set of guidelines available to assist state 
departments of education and training institutions in: refining 
certification and doctoral programs in Educational Administration. 
Results of this study did give state departments of education and training 
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institutions reason to question current certification requirements and 
training programs. 
Recommendations for Practice 
1. Candidates should be made aware of the competencies and related 
skills they will need to be able to demonstrate upon completion of the 
program. 
2. Candidates should be evaluated upon arrival into the program so 
that strengths could be built upon and weaknesses corrected. 
3. Candidates should be made aware of the assistance they can expect 
to receive from the department of Educational Administration and the 
professors of Educational Administration during their program. 
4. Candidates should be made aware of what prescribed competencies 
and related skills from the A.A.S.A. guidelines will not be covered in 
their program. 
5. Candidates and professors of Educational Administration must be 
aware of their obligation to ensure success of the preparation of school 
administrators. 
6. Graduate students should be assured that practicing professors 
are aware of current shortcomings in the field as well as those in the 
training program. 
7. The departments of eductional administration must have developed 
a formal program of studies which leads to successful completion by the 
graduate. 
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8. Professors of Educational Administration must be willing to 
recognize the demands made on present-day administrators and provide 
interaction among people who will enhance a graduate's chance for success. 
Recommendations for Future Research 
Any future research in this area should improve on this study by: 
1. Studying in greater detail the amount of interaction beween 
professors, doctoral students, practicing administrators, political 
officials, members of board of education and interested lay people 
pertaining to needs of administration, and ways to evaluate what is 
happening in the area of preparation of school administrators. 
2. Identifying the type of administration experience each graduate 
possesses. 
3. Identifying the amount of administrative experience of each 
participant. 
4. Identifying the size of unit in which the administrative 
experience was gained. 
5. Identifying the graduation seasons during a given year that has 
the largest number of graduates and then survey that group. 
6. Establishing the amount of importance the institution places on 
the stated competencies and related skills. 
7. Identifying the actual courses completed by the graduates. 
8. Identifying the most recent occupation of professors of 
Educational Administration prior to becoming professors of Educational 
Administration. 
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9. Identifying the interaction that professors of Educational 
Administration carry out with active members of the educational and 
noneducational society. 
10. Identifying ways that graduates can be made more aware of 
A.A.S.A. Guidelines for the Preparation of School Administration. 
The preparation of school administrators is of utmost importance in a 
democratic society. This investigation has provided a partial answer to 
the question of where it should start if it is time to restudy and rethink 
the current preparation programs to prepare school administrators. When 
evaluating what has happened and what is happening across the nation in 
the political arena, it is time to acknowledge that school administrators 
have not been able or have not been willing to help legislators and local 
political groups make political decisions that have benefited the schools 
or the children the schools serve. Administrators who are not able or 
willing to work with politics will be heading into big trouble, and they 
may find that the need for their type of leadership is nonexistent. 
If school administrators are not able or willing to provide the 
leadership in curriculum planning, evaluation, and development, the 
status-quo type of curriculum may lead to students being prepared for a 
nonexistent world. When decisions must be made in the area of curriculum, 
school administrators must be able and willing to provide the needed 
leadership and direction. 
School administrators who are not qualified in the above areas will 
not only have problems, but may also cause many youth to be "less than 
qualified" to become a meaningful part of the great experiment, DEMOCRACY. 
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APPENDIX A. 
QUESTIONNAIRE 
Please use the enclosed NCS answer s 
about your background. (Items 1-16) 
12 3 15 6 
Location of Institution - H SW HW ME NB SE 
1 2 
Sex - F H 
1 2 3 4 5 
Ago - 23-26 27-30 31-34 35-38 39-42 
6 7 8 9 10 
43-46 47-50 51-54 55-58 59-
1 2 3 4 5 6 
Race - Indian White Black Hispanic Asian Non-
American American American American American American 
Hours of Semester Credit past Bachelor Degree -
1 2 3 4 5 
40-60 61-80 81-100 101-120 121-
1 2 3 4 5 
Number of years sines BA Degree? 1-3 4-7 8-11 12-15 16-19 
6 7 8 9 10 
20-23 24-27 28-31 32-35 36-
Major emphasis of your thesis -
1 2 3 4 5 
Instruction Evaluation Finance Law Technology 
6 7 8 9 10 
Pub.Relations Adult Ed Politics Leadership Other 
The most meaningful part of your Ph.D. Program? 
1 2 3 4 5 
Research Theory Practice Interaction Diploma 
(Union Card) 
Primary source to finance your program: 
1 2 3 4 5 
Graduate Grant Scholarship Full Time Family 
Assistant Job Finance 
6 7 8 
Loan US Gov't Other 
to answer the following questions 
1 2 3 4 5 
10. Program emphasis: Higher Ed High Ed Sch Adm Sch Adm Sch Adm 
Research Teaching (Large City) (General) Entry Leve 
11. Major reason for study at this college or university? 
1 2 3 4 5 
Location Financial Professors Future Job Reputation 
Reasons Opportunities of Program 
12. The area of instruction that will most shape your educational leadership: 
1 2 3 4 5 
Policy Law Supervision Leadership Research 
(Instr) 
6 7 8 9 10 
Bargaining Personnel Finance Planning Other 
13. Your most meaningful preparation for school administration: 
, 2 3 g 
Educ Admin Formal Educ Admin Job 
Doctoral Pgrm Pgrm-Pra Doctoral Experience 
4 5 
Supervised Internship Other 
Field Experience 
14. Approximate number of Graudates Spring 1984 in your class of Eduo. Admin, 
emphasis School Administration: 
1 2 3 4 5 
1-4 5-9 10-14 15-19 20+ 
15. Number of full-time professors of Educ Admin in your school? 
1 2 3 4 5 
1-4 5-9 10-14 15-19 20+ 
16. Your Doctoral Program - 1 2 
Public College Independent College 
or University or University 
Please answer each itea 17 to 57 
Competency Scale; I. Well Qualified 
2. Qualified icr 
3. Not Sure 
4. Need Assistance 
5. Great Need for Assistance 
17. Coapatanc;: Designing, Implementing, and evaluating a school climate 
Improvement program which utilizes mutual staff and student efforts to 
formulate and attain school goals 
RELATED 
18. Human relations, organizational development, and leadership skills 
19. Collaborative goal setting and action planning 
20. Organizational and personal planning and time management 
21. Participative management, variations in staffing 
22. Climate assessment methods and skills 
23. Improving the quality of relationships among staff and students to 
enhance learning 
21. Multi-cultural and ethnic understanding 
25. Group process, interpersonal communication, and motivation skills 
26. Conpeteooy: Understanding political theory and applying political 
skills in building local, state, and national support for education 
27. School/community public relations, coalition building, and related 
public service activities 
28. Politics of school governance and operations 
29. Political strategies to pass bond, tax, and other referends 
30. Lobbying, negotiating, collective bargaining, power, policy 
development, and policy maintenance skills to assure successful 
educational programs 
31. Communicating and projecting an articulate position for education 
32. Role and function of mass media In shaping and forming opinions 
33. Conflict mediation and the skills to accept and cope with Inherent 
controversies 
31. Coap«t«aer: Developing a systematic school curriculum that assures 
both extensive cultural enrichment activities and mastery of fundamental 
as well as progressively more complex skills required in advanced problem 
solving, creative, and technological activities 
related SKILLS™— 
35. Planning/future methods to anticipate occupational trends and their 
educational implications 
35. Taxonomies of instructional objectives and validation procedures for 
curricular units/sequences 
37. Theories of cognitive development and the sequencing/structuring of 
curricula 
38. Development/application of valid and reliable performance indicators 
for instructional outcomes 
39. Utilization of computers and other technologies as instructional 
aids 
10. Development/utilization of available cultural resources 
Il 1. Competency: Planning and laplementlng an Instructional management 
system which Includes learning objectives, curriculum design, and 
instructional strategies and techniques that facilitate high levels of 
achievement 156 
-  —rela ted  sk i l l s  — 
12. Curriculum design and Instructional delivery strategies 
13. Instructional motivational psychology 
14. Alternative methods of monitoring and evaluating student achievement 
15. Management of change to enhance the mastery of educational goals 
16. Computer management applications to the Instructional program 
17. Utilization of instructional time and resources 
18. Cost-effectiveness and program budgeting 
19. Competency: Designing staff development and evaluation systems to 
enhance effectiveness of educational personnel 
———————————————————————————rela ted  sk i l l s———————————————————————— 
50. System and staff needs assessment to identify areas for concentrated 
staff development and new personnel resource allocation 
51. Utilization of system and staff evaluation data in personnel policy 
and decision-making 
52. Appraisal of the effectiveness of staff development programing in 
terms of professional performance 
53. Using clinical supervision ?3 a staff improvement and evaluation 
strategy 
51. Assessment of individual and institutional sources of stress and 
methods of reducing them 
55. Coap«tency: Allocating human material, and financial resources to 
efficiently and accountably assure successful student learners 
56. Facilities planning, maintenance, and operation 
57. Financial planning and cash flow management 
58. Personnel administration 
59. Pupil personnel services and categorical programs 
60. Legal concepts, regulations, and codes for school operation 
61. Analytical techniques of management 
62. Coepatency: Conducting research and utilizing research findings in 
decision making to improve long range planning, school operations, and 
student learning 
—————-———-—---- - - - -—-—-—-—rela ted  sk i l l s -— 
63. Research designs and methods including gathering, analysis, and 
interpreting data 
61. Descriptive and inferential statistics 
65. Evaluation and planning models and methods 
66. Selection, administration, and interpretation of evaluation 
instruments 
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APPENDIX B. 
LETTER SENT TO CHAIRPERSONS 
April 30, 1984 
158 
Dr. Norman Boyles 
Iowa State University 
N229 Quadrangle 
Ames, IA 50011 
Dear Dr. Boyles: 
As you are aware the American Association of School Administrators 
(AASA) has published a list of "Guidelines" which lists competencies and 
skills that students should be able to demonstrate on completion of their 
preparation program. 
We are conducting a doctoral research study in order to extend the 
knowledge in this area. This study will assess the preparation of graduating 
students with a Doctoral Degree in Educational Administration (emphasis 
school administration) as to their perception on how well they feel qualified 
to demonstrate competencies and skills in accordance with the competencies 
and skills set down by by the AASA in "Guidelines for Preparation of School 
Administrators." 
Will you please distribute to each Spring 198^ Graduate—Doctoral Degree 
in Educational Administration (emphasis school administration)—one packet. 
Each packet contains a cover letter with rationale for the study and specific 
directions for returning the desired material, a questionnaire, an answer 
•sheet, and a stamped self-addressed envelope. We are sending this material 
to 149 colleges and universities granting Doctoral Degrees in Educational 
Administration across the United States. 
The voluntary return of the answer sheet to the questionnaire will 
constitute implied informed consent. We assure you that no respondent will 
be identified, nor will individual Doctoral programs be singled out for 
comparison. 
Your assistance in this study is respectfully solicited. 
Sincerely, 
Dr. Richard Manatt, Major Professor 
Iowa State University 
Professional Studies 
Ames, Iowa 50010 
515-29H-5521 
Larry D. Zenor, Student 
705 12th Avenue North 
Estherville, Iowa 51334 
712-362-4246 
Please advise us as to how many graduates you will have and how many packet 
you were able to distribute. 
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APPENDIX C. 
COVER LETTER TO GRADUATES 
April 30, 1984 
160 
Spring Graduate of Educational Administration 1984 
Congratulations on completion of your Doctoral Degree in Educational 
Administration. May this degree allow you to do all of the fine things in 
life. As you know, one of the nicest things that one can do in life is to be 
of help to others. As a struggling graduate student with a super major 
professor I ask for your help. We would like to ask you to spend the next 20 
minutes filling out the enclosed questionnaire. 
As you are probably aware, the American Association of School 
Administrators (AASA) has published a list of "Guidelines" which states 
competencies and skills that students should be able to demonstrate on 
completion of their preparation programs. 
We are conducting a doctoral research study in order to extend the 
knowledge in this area. This study will ask you to assess your perception of 
your preparation (school administration) to demonstrate competencies in the 
areas set down by the AASA. 
We have enclosed two major instruments. The first, items 1-16, 
informational as to your background. The other instrument, items 17-66, 
questions you as to your feeling of competency. We encourage you to fill out 
the answer sheet today, and if not today, tomorrow. We have field tested the 
instrument and it should not take over 20 minutes. 
The voluntary return of this answer sheet will constitute implied 
informed consent. We assure you that no respondent will be identified, nor 
will individual Doctoral programs be singled out. All material will be 
summed out across the colleges. If there is any question, please feel free 
to contact us. 
We are sending this material out to all Spring, 1984, graduates with a 
Doctoral Degree in Educational Administration. Your participation will 
certainly help us and will also be appreciated. 
Please return the answer sheet in the enclosed stamped, self-addressed 
envelope. 
Sincerely, 
Dr. Richard P. Manatt 
Major Professor 
Larry D. Zenor, Student 
310 Royal Acres 
Huxley, Iowa 50124 
(515) 597-3230 
Iowa State University 
Professional Studies 
Ames, Iowa 50010 
(515) 294-5521 
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APPENDIX D. 
POST CARD 
162 
8 Number of sent out. 
POST CARD 
We have number of Spring 1984 
Dr. Graduates in Educational Administration 
(emphasis School Administration). 
We were able to distribute questionnaires. 
Name 
College or 
University 
27 - Identification # 
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APPENDIX E. 
FOLLOW-UP LETTER AND FORM 
164 COP% 
May 23, 1984 
êNAME 
êADDRI 
§ADDR2 
§CITY, §STATE §ZIP 
Dear êGREET: 
I sent a packet of material to you on April 31, 1984, asking you to do 
me a huge favor — namely to distribute one (1) packet of material to each 
of your Spring 1984 Doctoral Graduates in Educational Administration, 
emphasis school administration. 
I have not, at this time, received word from you as to the number of 
graduates from your institution or the number of packets that you were able 
to distribute. 
I am back again asking for one more favor. If you were unable to 
distribute the packets would you please send me the names and addresses of 
your spring graduates with a Doctoral Degree Educational Administration 
emphasis school administration. I will then try to contact these people 
individually and ask them for their assistance. 
Please complete as much of the attached sheet as possible and return it 
in the enclosed envelope. I do appreciate your help. 
Sincerely, 
Larry D. Zenor 
705 12th Avenue North 
Estherville, Iowa 51334 
712-362-4246 
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Please advise me as to the number of Spring 1984 Graduates - Doctoral 
Degree Educational Administration, emphasis School Administration, and how 
many packets you were able to distribute. 
# of Graduates 
Packets Distributed 
School 
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